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ABSTRACT
Culturally relevant coaching (CRC) is a support system that centers the individual
and specific needs of the teacher. Understanding that support has to be layered and
differentiated, it focuses on coaching the whole teacher rather than the sum of their parts.
Inclusive of building and developing the emotional resilience of novice teachers while at
the same time helping them to grow their instructional practice and skills. CRC attends to
both the professional and personal side of what makes a teacher effective in their
classroom practice.
Key Words: Culturally relevant, coaching, culturally relevant coaching, instructional
coaching, emotional resilience
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CHAPTER ONE
INTRODUCTION
The teacher shortage in the United States has become a progressively alarming
issue for states across the country. As the demand for teachers increases, the number of
candidates vying for positions in teacher preparation programs continues to dramatically
decrease. According to Sutcher, Darling-Hammond, and Carver-Thomas (2016) teacher
preparation enrollments dropped 35% and teacher preparation graduates dropped by 23%
between 2009 and 2014. While these numbers are startling, the numbers are worsening as
we enter into each new school year. Though, the teacher shortage epidemic is an issue
plaguing every state, there are certain states, and certain areas within states that suffer
more than others. As stated by Aragon, “Urban, rural, high-poverty, high minority and
low-achieving schools face persistent staffing challenges” because “Working conditions
(such as lower salaries and bigger classes) and neighborhood characteristics (such as
safety and amenities) influence teachers’ decisions about where to teach” (2016, p. 5).
Lack of support is one of the major issues facing teachers who choose to teach in
urban, rural, high poverty, high minority, and low achieving schools. Teacher attrition is
the number one reason teachers do not stay in the profession (Sutcher, DarlingHammond, & Carver-Thomas, 2019). This lack of support leads to teachers growing
increasingly frustrated by the gradual reduction of their strength and effectiveness in the
classroom due to the sustained attack or pressure from the demand of the job. Sutcher,
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Darling-Hammond, and Carver-Thomas go on to say, “If the attrition rate could be
reduced to 4%, closer to where it is in some other countries, U.S. hiring needs would be
reduced by roughly 130,000 teachers annually, cutting annual demand by nearly half”
(2019, p. 25).
Coaching as a source of professional development for induction level teachers
could be one influence that has a dramatic effect on the attrition rate, which is directly
affected by the level of satisfaction and success a teacher feels while on the job.
Oftentimes, no matter the route teachers take to enter the teaching profession, whether it
be through traditional or alternative certification, they enter the field feeling and being
underprepared. They then lack the continued necessary training and support that would
fill in those gaps and enable them to create meaningful learning experiences for their
students and “as a result, both they and their students suffer from the tribulations of sink
or swim entry to the profession” (Guha, Hyler, & Darling-Hammond, 2016, p. 1).
Coaching as defined by Aguilar is:
. . . a form of professional development that brings out the best in people,
uncovers strengths and skills, builds effective teams, cultivates compassion, and
builds emotionally resilient educators. Coaching at its essence is the way that
human beings, and individuals, have always learned best (2013, p. 6).
As Augilar (2013) points out in her definition of coaching, it is through this model that
human beings learn best. It is s a support model that creates a system for teachers to
sustain, excel, thrive, and grow. Giving teachers this opportunity and space to learn while
actively in the field has the potential to dramatically shift the conversation around
retention with induction level teachers.
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Background
The teacher shortage is often defined as “an insufficient production of new
teachers, given the size of student enrollments and teacher retirements” (Sutcher,
Darling-Hammond, & Carver-Thomas, 2019). Sutcher, Darling-Hammond, and CarverThomas (2019) go on to call this definition narrow and builds onto the definition by
adding that the teacher staffing problem is brought on by a myriad of issues that is not
limited to just lack of teacher production, but also teacher turnover, changes in
educational programs and pupil teacher ratios, and the attractiveness of teaching
generally in specific locations.
There are two sides to the overall teacher shortage problem, recruitment and
retention. Almost a third of teachers leave the profession within their first 3 years, which
means it is becoming more common to have a 1st, 2nd, or 3rd year teacher than it is to have
a veteran teacher (Sutcher, Darling-Hammond, & Carver-Thomas, 2019). Because so
much learning and development occurs within these induction years, much of the good
teaching that could potentially be done after these years is lost. According to McCarthy,
Lambert, Lineback, Fitchett, and Baddouh, a beginning teacher’s first year experience in
the classroom largely impacts their intention to stay. The experiences that influence the
decision most includes a teacher induction program, professional development training,
professional support, and communication with administration (2016).
Low income and rural communities are the most effected when it comes to the
teacher shortage, because they often face difficulty hiring and also experience a higher
turnover rate on a steadier basis (Aragon, 2016; Sutcher, Darling-Hammond, & CarverThomas, 2019). As a result, these schools are more likely to be staffed by underprepared,
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inexperienced, and out of field teachers (Sutcher, Darling-Hammond, & Carver-Thomas,
2019). Because of the inequitable funding of schools, rural and low income schools have
fewer resources to offer not just their students but their teachers as well. These added
factors leave these schools more vulnerable to teacher retention issues (Aragon, 2016,
Sutcher, Darling-Hammond, & Carver-Thomas, 2019).
The non-profit organization that I and my teacher-participants are part of is an
alternative certification program that brings teachers into underserved communities and
schools in the fight against educational inequity here in the United States. As part of the
organization’s model, teachers are asked to commit to two years in these underserved
schools to help bridge the gap with recruitment and retention. While under the
organization’s umbrella these teachers acquire a coach for their two year commitment to
aid in their support and development. I had the ability and autonomy to individualize and
foster this relationship however necessary within the scope of the organization’s coaching
model for teachers. This coaching paradigm is a promise and commitment that the
organization has made to their partnering districts, because many of the teachers that
come through the organization do not have a background in education. This relationship
between coach and teacher is a piece of the ongoing professional development that the
organization as well as school districts will provide these teachers as they matriculate
through their two year experience. According to Sutcher, Darling-Hammond, and CarterThomas (2019) “…well designed mentoring programs improve retention rates for new
teachers, as well as their attitudes, feelings of efficacy, and instructional skills” (p. 28).
Real-time coaching inside and outside the classroom helps new teachers solve problems
of practice while also demonstrating effective methods of teaching (Aguilar, 2013).
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As a coach that taught for eight years before taking this position, I found that
coaching encompassed so much more than instructional and pedagogical practice, but
also deeply lived in the emotional support and development of teachers. Helping teachers
navigate the emotional highs and lows of teaching that could and would affect their
teaching practice was just as much part of my coaching practice as was the instructional
side of coaching. Emotional resilience helps situate teachers in who they are, what they
do, how they are, and where they are (Aguilar, 2018), which then helps teachers navigate
the difficult parts of teaching and could eventually lead to teachers leading
transformational classrooms and systems level change.
When I began coaching almost two years ago I very much thought that I would be
a coach that focused around the practices of good teaching. This quickly shifted for me
once I realized that my teachers’ individual and collective struggles was not with the
what and how of teaching as a practice, but with the what and how to sustain in teaching
as a person and as a professional. From here was birthed, culturally relevant coaching
(CRC), the idea that coaching had to fit the individual needs of my teachers based on
where they are, who they are, how they are, and what they do. These dispositions, as
Aguilar (2018) has termed them, make up the framework for effective coaching that
examines the teacher as a whole rather than in parts, to help build their resilience. While
resilience is not some magical formula “that will eliminate all of the physical, emotional,
or cognitive demands of teaching”, it can “substantially and dramatically increase our
ability to manage the daily stressors and rebound from inevitable setbacks” (Aguilar,
2018, p. 13). The ability to give space, time, and attention to managing stress and
cultivating resilience could dramatically decrease teacher turnover rates and could
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increase the retention rate of effective teachers meeting the academic, social, and
emotional needs of their students.
Problem of Practice
More than recruiting teachers, retaining teachers makes up about 90% of the
annual teacher demand (Goral, 2019). Teachers are not remaining in the classroom
beyond five years of beginning their professional paths in education, with 50% or
approximately half a million educators, moving to another school district or leaving the
education profession completely (Rumschlag, 2017). The issues that most effect the
teacher shortage is dissatisfaction with administration, dissatisfaction with working
conditions, and eventual burnout (Carver-Thomas & Darling-Hammond, 2017; Goral,
2019; Rumschlag, 2017). The dissatisfaction with these key areas within the profession
are some of the leading causes to the emotional exhaustion or burnout these teachers are
experiencing as a result of the teaching profession (Carver-Thomas & DarlingHammond, 2017; Rumschlag, 2017).
The population of students most deeply affected by this shortage crisis is students
of color living in low income rural areas of our country (Goral, 2019). When surveying
the teacher shortage by turnover rates between the Midwest, Northeast, South, and West
overall, the South has the highest rate of teacher shortage at 16.7%, with the Midwest at
12%, the Northeast at 10.3%, and the West at 11.0% (Carver Thomas and DarlingHammond, 2017). When dividing all of these areas by city, suburb, town, or rural; the
southern cities, and the southern rural areas of the country have the highest turnover rates.
The southern cities have a 17.3% turnover rate and the southern rural areas have a 14.7%
turnover rate (Carver-Thomas and Darling-Hammond. 2017). The subset of the
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population that is most concentrated in these regions of the country are low income
people of color, which also means that students of color are the most effected by the
teacher shortage and turnover rates (Carver-Thomas and Darling-Hammond, 2017; Goral,
2019).
Sixty-one percent of teachers are leaving the profession because the work is so
deeply personal they are unable to separate the professional from the personal in a
balanced and healthy way (Rumschlag, 2017). Teachers are leaving and seeking jobs that
may have just as many demands and stressors as teaching, but they do not have to carry
the burden of the job home with them when they leave. Adding to this narrative are
students of color in primarily low-income areas who are the most affected by this
“revolving door” of teachers because many of their teachers have less experience than the
average teacher and have inferior teaching supports and working conditions than any
other subset of the population (Carver-Thomas and Darling-Hammond, 2017). CarverThomas and Darling-Hammond (2017) go on to make this point by stating,
In the quartile of schools with the most students of color (more than 55%), the
turnover rate is about 70% greater than that in the quartile of schools with the
fewest students of color (less than 10%). Across the board, turnover rates in highminority schools are higher – regardless of teachers’ subject taught, years of
experience of certification pathway (p. 17).
Poor working conditions and lack of support are not mutually exclusive causes affecting
the desire for teachers to remain in the profession beyond the one to five year marker.
The turnover rates in the teaching profession most specifically in rural low income areas
of our country are expressing their dissatisfaction in droves by taking the option to do
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something different rather than experience feeling unsuccessful, unsupported, and
unappreciated in a profession where they would by standard make less and be required to
do more.
Purpose of the Study
The purpose of this study was to explore the effectiveness of culturally relevant
coaching for induction year teachers as a support tool for retaining teachers in classrooms
located in low income, rural communities.
Significance of the Study
In my role as a coach for the non-profit organization, it was my job to support
teachers during their two year journey of teaching students in low-income and rural areas
across the state of South Carolina. My role, position, and place in their teaching journey
took on many forms. It is a known fact that teachers that feel supported and heard are
more likely to stay in the profession. It is also a known fact that teachers who have
instructional coaches feel more prepared and are therefore more likely to remain in the
teaching profession for longer. The missing piece in the coaching and support of teachers
is in aiding teachers in building their emotional resilience. Understanding the nuanced
and varied reasons teachers leave the profession will in many cases have something to do
with their inability to manage the emotional fatigue and stress that is a de facto part of the
education profession. Teacher preparation programs are able to prepare teachers for the
instructional and professional side of teaching, they are less able to prepare them for the
emotional side, because it is individualistic to the person and place of their teaching
assignments.
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Coaching as a mode of ongoing support that includes emotional resilience and
that is not limited to just instruction could potentially be an added layer to what we
already know about the effectiveness of coaching as a retention mechanism, in provision
of creating and retaining qualified and experienced teachers. In South Carolina alone,
5,300 teachers left their teaching jobs following the 2016-2017 school year, leaving
vacancies across the state to be filled before the beginning of the 2017-2018 school year
(South Carolina Annual Educator Supply & Demand Report, 2019). The cry for
something more is evident and loud and is growing louder each coming school year.
Through my study, I examined the phenomenon of holistic coaching in a more structured
and formalized way to expand the current knowledge base on instructional coaching
through the following research questions:
1. How does instructional coaching support the retention of teachers in low income,
rural k-12 classrooms? (Year One)
2. How does Culturally Relevant Coaching or CRC (emotional resilience with CRT)
alongside the instructional coaching mechanism support the retention of teachers
in low income, rural k-12 classrooms? (Year Two)
Conceptual Framework
There are persistent and pervading issues constantly plaguing marginalized
students in rural and low income communities. Some of those issues include lack of
funding, lack of resources, and lack of high quality teachers (Goldhaber, Quince, &
Theobald, 2019). Because low income rural communities are not attractive to young new
teachers, they often start their career in these schools and areas in our country but do not
stay.
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In many low income and rural areas there is very little to no industry, which then
means there is very little money circulating throughout rural communities to support the
development of an infrastructure that would encourage highly qualified professionals to
stay (Lynch, 2012). Even with highly qualified personnel that are staying for longer than
one to two years, they often live in surrounding more urban areas and commute into
where they are teaching and working (Monk, 2007). In an effort to have that work life
balance, social and emotional well-being, and feeling of belonging teachers are finding it
necessary to go outside of the communities they teach to find stability, support, and
reprieve in what is often a highly taxing and stressful occupation (Monk, 2007). Little to
no industry also effects teacher pay, because the majority of school and district funding
comes from property taxes, when there is no industry, schools are underfunded. This
directly impacts a districts’ inability to pay teachers what schools in more middle-classed
areas are able to pay teachers (Jones & Hartney, 2017).
Perceptions and experience around poverty also play pivotal roles in the attrition
of teachers (Djonko-Moore, 2016). White teachers are more likely to leave a school if
they are not teaching students that look like them and have similar backgrounds to them,
because they seem to find it harder to connect with students and build authentic
relationships with community members (Djonko-Moore, 2016). The prospect of teaching
in low income rural areas is often unattractive and unsustainable when the people
working have no real connection to the places they are teaching. At the base level of each
of the above contributing factors for teacher turnover is lack of support.
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Overview of Methods
This study focused on how Culturally Relevant Coaching (CRC) could be used as
a retention mechanism for first and second year teachers. Exploring first the problem of
practice and how the recruitment and retention of teachers is getting worse every school
year in a way that could attend to the major reasons teachers cite for leaving the
classroom. Constructing an effective and impactful coaching framework that focused on
building the emotional resilience and helping to develop the instructional practice of
teachers as part of the CRC framework is the premise of this study and the subsequent
research and findings.
This study followed seven second year teachers. These teachers were all serving
in rural, low-income areas, across the state of South Carolina. The teachers taught various
subjects in various k-12 grade levels. I, as their coach, had worked with them for a year
and a half at the time that this study was conducted, and it was through the experience of
being their coach that CRC was formulated in an attempt to meet the needs of them as
individuals as well as a group. Taking into account who they are and what they
individually bring to the work became a foundational piece of my coaching strategy and
method, once I saw how much their personal experiences and makeup informed who they
were in their classrooms.
CRC works to coach toward both skill and will simultaneously and seamlessly.
This method of coaching meets teachers where they are and fosters growth and
development from that place. Teachers are leaving the classroom in droves every year
and our students are suffering as a result. The students that suffer the most from this are
students of color because they are the ones in the highly concentrated areas of our
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country that have teachers to leave at a larger rate than their counterparts. Lack of support
is one of the chief reasons teachers mention for not being able to sustain in the classroom.
Coaching as an ongoing support mechanism, could be part of the answer to this ever
growing and ever evolving issue of retaining teachers.
Definitions of Terms
Culturally Relevant Coaching: An individualistic coaching structure that
combines developing and maintaining emotional resilience with building instructional
knowledge and know how. CRC recognizes the various experiences that make up an
individual in the quest to adequately coach the teacher as a whole toward success as an
educator (Aguilar, 2018).
Instructional Coach: An embedded professional development practitioner who
helps teachers attain educational outcomes. Coaches employ their pedagogical expertise
and the relationships built with teachers to influence change (Amyett, 2019).
Low-Income Communities: Communities with limited access to financial
services, affordable credit, and investment capital (Rubin, 2007).
Novice/Induction Teachers: A teacher with three years or less experience in the
profession (CERRA, 2017).
Rural Communities: Small or sparse populations, geographic isolation, and
limited choices characterize all rural areas. A wide range of circumstances, including
proximity to urban areas, industrial composition, racial/ethnic makeup, and level of
poverty vary widely across areas that share a rural designation. One or more of these
characteristics can have serious implications for how effectively rural schools attract and
develop their teachers (Gagnon, p. 48, 2016).
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Summary
The teaching profession is calling for something more then what is currently
being given. The call is coming in the form of individuals not wanting to enter the
teaching profession and not wanting to stay in the teaching profession once they are
there. The number one reason many teachers say they are leaving is because they are not
getting the necessary support and development to feel and see success in the profession.
Coaching, as a form of professional development, is a relatively new
phenomenon. While there is research that supports the effectiveness of coaching, there is
very little research that explicitly names what makes an effective coach. The teacher
shortage epidemic shows no signs of abating and while there is plenty of literature on
what to do and how to do it, the gap in the literature and practice is looking at how we
can best serve the whole teacher, at all levels. Coaching, as a tool to support teachers not
just instructionally but emotionally, is an even newer concept. The effectiveness of
potentially combining the two approaches to coaching in an effort to develop the whole
teacher, rather than part, could radically change how teachers teach, and how they view
teaching. CRC focuses on the individual professionally and personally and provides
coaching support for teachers, accordingly, understanding that both pieces have to be part
of the growth, development, and attrition which also contributes to the overall
effectiveness of the teacher.
The following chapters delve deeper into the present research around coaching as
a valuable professional development tool in recruiting and retaining high quality teachers.
Chapter Two reviews the relevant literature and Chapter Three outlines the research plan
for acquiring data from a subset of novice teachers in rural communities across the state
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of South Carolina. Chapter Four describes the findings from this research with said
teachers, while also developing a continuum of knowledge around not just the
effectiveness of coaching in working to develop the pedagogical practice within novice
teachers, but also in determining the qualities of an efficient and operative coach. Finally,
Chapter Five details recommendations based on research findings and begin to ponder
potential topics for further research based on results yielded from this current research.
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CHAPTER TWO
REVIEW OF LITERATURE
Teacher shortages are at an all-time high across the country and are steadily
growing from one school year to the next. This literature review works to define terms
such as instructional coaching, culturally relevant coaching, and coaching for emotional
resilience. Taking into consideration the reasons teachers leave the profession based on
the research and the struggles teachers generally face while a classroom teacher, the
research points toward the need for there to be a shift to more individualized professional
development approaches. Because it is clear and obvious that there is no such thing as a
one size fits all approach when it comes to education as a whole, this same ideation has to
be explored and developed when it comes to the retention, development, and cultivation
of teachers.
Instructional Coaching
Instructional Coaching Defined
With the state of education being in such a strain, the call for fresh and innovative
ideas around not just initial teacher training but ongoing teacher training is at an all-time
high across our country (Walkowiak, 2016; Knight, 2005). Instructional coaching is a
professional development opportunity that gives teachers the chance to have veteran
educators come into their classroom to address their individual needs through informal
observations, demonstrating researched methods of teaching within the context

15

of the teachers’ classroom and with students as inspiration for direction, conducting
coaching conversations and co-planning sessions that gives teachers the opportunity to
bounce ideas off another person, etc. (Knight, 2005; Walkowiak, 2016).
Instructional coaches are unique additions to the professional development model,
because they provide the added layer of offering differentiated and real-time support in
the classroom. Instructional coaching takes into consideration the needs and wants of not
just the teacher, but also the students, and makes researched based decisions that are
carefully and thoughtfully aligned to the teacher and their classroom composition
(Habegger & Hodanbosi, 2011). This one on one approach that requires relationship

building, trust, and communication has the fundamental power to transform classrooms
(Walkowiak, 2016). These sit down conversations take on many forms such as planning
sessions, discussion of relevant literature, inside and outside classroom modeling,
practicing, feedback, emotional support, encouragement, brainstorming, and making
timely decisions around what will and will not work (Habegger & Hodanbosi, 2011;
Walkowiak, 2016).
By design and nature instructional coaching requires variability, contextual
framing, and contextual understanding (Amyett, 2019). These inherent qualities of
instructional coaching alone set this type of professional development apart from most
other types of professional development. There are models, frameworks, and general
practices that coaches can follow and or create, but implementation of coaching itself still
weighs heavily on the side of context and teacher need (Aguilar, 2013; Portner, 1982).
No coaching framework can be so rigid that it does not allow for the input from and
cooperation with the person being coached (Aguilar, 2013; Aguilar, 2018).
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Effective instructional coaching goes beyond simply offering great strategies for
the classroom teacher and instructing them on how to implement said strategies. Because
instructional coaching requires a level of vulnerability and openness that other types of
professional development does not call for, both individuals have to be committed and
willing (Habegger & Hodanbosi, 2011; Walkowiak, 2016). The benefits that teachers
receive from the instructional coaching model rests at and beyond the onset of the actual
work of teaching (Discoll, 2008). Yes, other professional development opportunities
introduce new, innovative, and researched strategies for teaching, but, this is where it
stops (Discoll, 2008). Instructional coaching is the bridge between the introduction and
the actual practice of those strategies in the classroom. As stated by Discoll (2008), “To
be fully effective, teachers must engage in forms of teacher education that not only build
on content knowledge and instructional strategies but also directly address the work of
teaching” (p. 41). Instructional coaching offers the occasion for teachers to not just
implement the practices but to also get feedback around implementation, brainstorm
around effectiveness, and have a thought partner to really examine and determine the best
course of action for their students within their individual and very specific context
(Discoll, 2008; Walkowiak, 2016; and Habegger & Hodanbosi, 2011) Instructional
coaching allows the teacher the safety of knowing and understanding that although, the
practice in and of itself may be innovative and worth trying, as it is, it may not be the
most effective way to reach their students and therefore requires more planning and
tweaking. Instructional coaching offers the prospect of differentiation in teaching,
understanding, conceptualizing, and practicing while taking into consideration all of the
varying factors that make up a teacher and a classroom (Discoll, 2008).
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Amyett (2019) gave a broad overview of the potential roles and responsibilities of
instructional coaches. While the role will uniquely look and fit within the circumstance of
its setting there are some characteristics of instructional coaching that will overall be the
same. Instructional coaches:
Mentor new and experienced teachers in instructional practice:
•

Design effective instruction

•

Deliver quality lessons

•

Implement research-based strategy

•

Reflect on practice with data-enhanced understandings

Develop and/or arrange for professional development:
•

Determine what is needed

•

Collaborate with site administration to determine instructional needs

•

Collaborate with teachers through observation and listening to determine needs

•

Provide feedback to teachers regarding teaching practice

•

Aid with lesson planning

•

Model lessons

•

Arrange for and schedule PD sessions

Instructional Coaching in Rural Areas
Based on federal law there has to be a researched based evaluation and
professional development system in place in an effort to boost teacher development and
student outcomes for all states and districts (Reddy, Shernoff, Lekwa, Matthews, Davis,
& Dudek, 2019). The models chosen and implemented across states and regions varies
and is the responsibility of those entities to determine and execute. As previously stated,
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instructional coaching is increasingly becoming one of the more popular professional
development opportunities offered to teachers as a way to foster and enhance learning,
development, and growth (Amyett, 2019). Because of the newness surrounding
instructional coaching as a whole, there is very little evidence that singles out whether or
not coaching in rural areas, specifically, is an effective form of professional development
(Glover, Nugent, Chumney, Ihlo, Shapiro, Guard, Koziol, & Boviard; 2016). Further
there is even less research around what types of professional development opportunities
are the most effective in general and in comparing rural and urban contexts. However,
because we know lack of support and resources, unsustainability, and not feeling
successful within the job are some of the chief reasons teachers are leaving the teaching
profession, more specifically in rural areas, instructional coaching could be a potential
answer to not just recruiting but retaining teachers in rural regions across the country
(Young, 2018).
Glover, et.al (2016), named very specific characteristics that have to be true of
professional development opportunities in the rural setting. Some of those include
sustained over time professional development with a substantial number of contact hours,
experiences that include modeling, practice, feedback, and opportunities to adapt newly
acquired skills in natural classroom contexts, focusing around specific teaching practices,
and active teacher engagement in learning opportunities.
With the combined understanding of what is lacking in PD opportunities for
teachers and what causes teachers to leave - instructional coaching in rural areas seem to
very specifically and intentionally answer both the need and the want. Instructional
coaching is unique in nature because if done effectively, it has the ability to transform the
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way in which we understand, cultivate, and encourage teacher development and teacher
longevity.
Teacher Retention
The Conundrum
Every year the crisis of teacher retention looms with over one million teachers
entering, exiting, or transferring schools across districts (Ingersoll, 2004; Geiger &
Pivovarova, 2018). Thirty percent of teachers are leaving the profession within the first
five years, citing factors such as low salaries, poor working conditions, lack of
preparedness, overwhelming workloads, not feeling supported, poor leadership, etc.
(Geiger & Pivovarova, 2018; Dee & Golhaber, 2017; Dove, 2004). Every year, armed
with this knowledge, schools across the nation struggle to fill their schools and
classrooms with experienced and highly qualified teachers (Dove, 2004; Callahan, 2016).
There are proposals made around increasing teacher pay, creating programs before and
during teaching that will help to support and prepare teachers for what they will face,
creating models for what effective schools and classrooms look and feel like, and the list
could go on (Geiger & Pivovarova, 2018). But still, even with all of these proposals the
challenge to retain quality teachers still persists. The state of keeping teachers is
consistently becoming more of a reactive practice rather than a proactive practice, and
while we are all reacting teachers are continuing to leave, and students are continuing to
lose prime opportunities for education.
The conundrum is that the problems are known, identified, researched, discussed,
and even on certain levels addressed, yet, we still seem to face recurrent issues around
teacher recruitment, satisfaction and retention (Dove, 2004; Callahan, 2016). Dove
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(2004), discussed the detriment and harm that is being done to students, and that if
teacher attrition and retention is not reversed, it will “cheat children of receiving an
education they are capable of embracing and retaining” (p. 13).
Teacher Retention and Low Income Rural Areas
Stability in low income schools becomes increasingly important because of other
contributing factors that make up a low-income rural area. Veteran teachers, defined as
teachers being in the profession four years or more, provide a level of stability that novice
teachers are not able to bring (Barth, Dillon, Hull, & Huggins, 2016; CERRA, 2017).
Unfortunately, if we are talking about 30% of teachers leaving the teaching profession
overall after serving five years, that number dramatically increases for schools in lowincome and rural areas of our country (Dove, 2004; Barth, Dillon, Hull, & Huggins,
2016). Teacher turnover is 50% higher in low income areas, due to higher rates of
attrition existing in these communities and areas (Dove, 2004). The ever revolving door
of teachers moving in and out and being replaced by more novice teachers creates
instability which in turn effects the level of education students are receiving because their
teachers lack experience (Dove, 2004; Callahan, 2016). Being ill-prepared for what they
will face, inexperienced teachers in low-income rural communities are left with few
options except to flee (Sutcher, Darling-Hammond, & Thomas, 2016; Mahler, 2019).
Isolation, underprepared, lack of support, unsustainable, lack of resources, and
low-pay are all significant causes for teachers deciding to stay or leave (Schaffhauser,
2014). These significant causes are also common attributes of low income, rural
communities. These attributing influences is not uncommon knowledge, and out of all the
characteristics that vary across many rural low income communities, these are more
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pervading and common for rural teachers every day (Monk, 2007; Mahler, 2019). Most
teachers that stay in these areas beyond the first two years have some linkage to these
rural communities that goes beyond professional preparation. These individuals possess
personal experience, contextual knowledge, skill, and know-how to navigate the
community in which they are teaching (Orr, 1997). These teacher’s advantage is nuanced;
having a deeper understanding, experience, and knowledge-base that aids them in their
ability to more sustainably continue teaching in the midst of all of the elements that cause
most others to leave (Miller, 2012; Orr, 1997; Schaffhauser, 2014).
In rural areas where funding is already a prominent issue of concern, having to
add to that burden, the cost of recruiting and training novice or new to the district
teachers each year, only adds an encumbering weight to an already lofty issue of concern
(Mahler, 2019). Nationally schools are losing between 1 billion and 2.2 billion in attrition
costs each year because of the inability to retain teachers (Schaffhauser, 2014). These
costs more significantly affect rural areas of our country because if so much money is
going toward funding teacher recruitment then there is less money going toward
resources for students (Mahler, 2019). The costs are not just a one year staple but have to
be considered each year because of the expectation of teachers in rural communities
leaving.
The conversation around recruiting teachers is always at the forefront of the
teacher shortage problem. Because of the multi-faceted dynamics that come together to
make a rural, low income community, if recruitment is the major focus and not retention,
the instability in these areas will persist financially and in terms of human capital (Dee &
Goldhaber, 2017; Mahler, 2019). Recruitment in many cases is a short term fix, but
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retention reaches a different level of concern because it offers so many benefits that could
directly affect how these schools operate for students and for teachers (Dee & Goldhaber,
2017).
Cultural Relevance in Education
Culturally Relevant Teaching
Culturally relevant pedagogy is not just centered on race, but rather around every
cultural identity a person could associate with both by personal choice and social
construction (Dixson and Fasching-Varner, 2009). With culturally relevant teaching
teachers commit to uncovering and discovering the various cultural identities that exist
within their students (Webb & Thomas, 2015). The layers continue to build by teachers
then pushing students to be aware of other cultural systems besides their own, and then
constructing opportunities for students to be able to question what they know and push
beyond their own comforts to come to new ideas and ways of thinking (Ladson-Billings,
2009). The teacher’s focus is on building a space for students to be themselves while also
actively working to help them discover new and innovative ways to situate themselves
within society both as individuals and in groups (Ladson-Billings, 2009).
It is imperative for students to make noticeable connections between what they
live and what they learn. This requires intentionality on the part of teachers to explore
and allow students to explore how they are situated in the world by both choice and
socialization. According to Ladson Billings (1995):
Culturally relevant pedagogy rests on three criteria or propositions (a) students
must experience academic success; (b) students must develop and/ or maintain
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cultural competence; and (c) students must develop a critical consciousness
through which they challenge the status quo of the current social order (p. 160).
Culturally relevant pedagogy is steeped in teacher choice and awareness of themselves,
their own beliefs, and cultural identities (Ladson-Billings, 1995). Because there is a
specific content and specific standards that go along with that content, rather than striving
to rework the system as a whole, it becomes the job of the teacher to choose content that
fits within the scope of what is supposed be taught, while also allowing students the
occasion to see themselves within the curriculum and question the world around them
(Milner, 2006). Teaching becomes a joint process that asks students to be active
participants in their educational journey, while also teaching them that education does not
begin and end within the walls of the classroom (Buoncristiani & Buoncristiani, 2012).
Culturally Relevant Instructional Coaching
The effectiveness of professional development is grounded in several key
concepts: support, individuality, development, and understanding (Portner, 1982).
Tailoring professional development opportunities to the needs of teachers increases the
likelihood that teachers will stay in the profession long enough to be adequately nurtured
and developed (Portner, 1982). This increased likelihood also lends to students being
taught by effective teachers who have been retained over a course of time (FeimanNemser, 2012).
It is natural for human beings to be curious, active, to make meaning of
experiences, to originate thought and behavior, and to be successful in what is of value
(Wlodkowski, 2003; Center on Innovations in Learning, 2016). According to
Wlodkowski (2003) all of the aforementioned components is what leads to motivation.
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Wlodkowski (2003) goes on to explain that when learners are able to make sense of what
they are learning, and they feel it is important they become motivated to act. Wlodkowski
(2003) lays out and explains four core foundational pieces that lends to intrinsic
motivation in professional development opportunities:
•

Establishing inclusion: Creating a learning atmosphere in which learners and
instructors feel respected by and connected to one another

•

Developing attitude: Creating a favorable disposition toward the learning
experience through personal relevance and choice

•

Enhancing meaning: Creating challenging, thoughtful learning experiences that
include learners’ perspectives and values

•

Engendering competence: Creating an understanding that learners are effective
in learning something they value

If all of these conditions are working in concert with one another, both in the moment and
over the course of a period of time, then it will lead to professional development
opportunities that are valued by teachers which will then push them to do the things they
are learning (Wlodkowski, 2003; Portner, 1982).
Portner (1982) did a study in the Brookfield, Connecticut school district, where
they began to realize that whole group professional development opportunities were not
working efficiently for their teachers. They began what they called an IPD,
Individualized Professional Development, to help fill in the gaps. Portner (1982) defines
Individualized Professional Development (IPD) as meeting the individual needs of
teachers, while also taking into account their abilities, interests, and attitudes. During this
study, the following principles grounded what they believed drive an IPD:
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•

Learning is viewed as problem-centered-rather than subject-centered. Learning is
directed toward real issues addressed by the learner within his or her current
professional situation. Adults are motivated to learn because of experienced needs
and interests.

•

Adults have a deep need to be self-directing; therefore, they must be instrumental
in designing their own strategies to meet their own identified needs and areas of
interests.

•

In order to conceptualize their strategies and reinforce their own motivation in the
best way, adults require the commitment and support of significant others in a
nonthreatening environment (Portner, 1982).

Individualized professional development is crucial for all teachers, but most especially
new teachers. These individualized PD opportunities creates a support system that is so
critical in the beginning stages of teaching especially in high-poverty, high-needs schools
(Feiman-Nemser, 2012). The collaborative element of having someone who has
experience in the field and in the cultural aspects that make up a school are key
components to teachers feeling sustained and valued (Feiman-Nemser, 2012; Portner,
1982).
IPDs have the same premise as culturally relevant teaching, both are steeped in
learning and growing the individual (Ladson-Billings, 1995; Portner, 1982). Culturally
relevant instructional coaching also attends to the natural dispositions of adult learning,
which is the need for them to be part of directing and facilitating their own learning
(Schifter, 2016). In culturally relevant instructional coaching it is critical for the coach to
understand the cycle of adult learning and intentionally work to learn and understand the
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teacher, their individual “whys”, building a relationship based on trust and vulnerability,
and ultimately allowing the teachers’ individual journeys to shape the course of their
development through coaching (Feiman-Nemser, 2012).
Culturally relevant instructional coaching as a form of professional development
provides an avenue for teachers to set individual goals, actively work toward those goals
with support, guidance, and direction, active-learning and on the job-training, with the
ability to also have job-embedded practice around strategies that will help teachers to
meet their goals (Kraft & Blazar, 2016). It is a reciprocal process, with the teacher being
at the helm, directing the course, and the coach providing ongoing assistance to aid the
teacher when and where necessary (Kraft and Blazar, 2016; Wlodkowski, 2003; Portner,
1982). There is a consistent cyclical process put in place for the coach and the individual
being coached to be in conversation with one another for the purpose of progress
monitoring and charting the course for next steps (Portner, 1982). The instructional coach
works to help the teacher shape and craft what needs to be true for them in order to best
support them through their quest in becoming the best teacher they can be for students
(Wlodkowski, 2003; Portner, 1982).
Building Emotional Resilience
Along with coaching for the sake of improving the skill of the teacher, there has
to be special attention paid to coaching for the sake of improving the will of the teacher.
Gaps in either of these areas can lead to a teacher being ineffective and students suffering
as a result (Schonert-Reicht, 2017). The will of a teacher is firmly wrapped in their ability
to understand and manage their emotions in a way that builds both capacity and
resilience. Teaching is difficult, many tasks asked of teachers go beyond the scope of the
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classroom, and on top of all of that many teachers are not prepared to handle the
emotional aspects of the teaching profession within their classroom and outside of their
classroom (Schonert-Reicht, 2017; Aguilar, 2018).
The research most often talks about teachers needing emotional resilience in order
to survive and thrive in the teaching profession, but very little attention is given to how to
develop this skill, although it is understood that it can be developed and should be
developed (Arnup & Bowles, 2016). The research also discusses using professional
development to develop the skill of a teacher, but studies do not often discuss how
professional development, most specifically coaching, can be used to grow the whole
teacher in the areas of both will and skill. Working to develop, foster, and nurture the
whole teacher, rather than the sum of parts, has the ability to lead to transformational
change not just for the teacher but for the students they teach as well (Schonert-Reicht,
2017; Aguilar, 2018).
Resilience as defined by Aguilar (2018), encompasses four major components.
Resilience is:
•

A way of being that allows us to bounce back quickly from adversity, and
stronger than before, so that we can fulfill our purpose in life.

•

An adaptive, dynamic process that includes an individual’s interactions over time
in a complex environment. Context plays a role; resilience is not simply a
function of one individual’s behavior. Who we are and where we are impact our
ability to cultivate resilience.

•

Cultivated through engaging in specific habits and by fostering specific
dispositions.
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•

What enables us to thrive, not just survive (Aguilar, 2018, pg. 3).

When thinking about what leads a teacher to stay versus leave, emotional resilience, or
lack thereof plays a significant role in the decision (Aguilar, 2018). Stress and poor
emotion management is a direct link to teachers feeling dissatisfied and leaving the
classroom (Schonert-Reicht, 2017; Aguilar, 2018).
There is a clear distinction between knowing on an intellectual level what
emotional resilience is and moving toward internalizing what emotional resilience is and
being intentional around cultivating it. Oftentimes, teachers are feeling what they are
feeling and experience what they are experiencing, and think they are feeling and
experiencing those things in silo (Aguilar, 2018). For early career teachers, they may not
feel comfortable expressing these emotions because it may put a target on their backs, or
make them look or seem incompetent (Aguilar, 2018). One component of building
emotional resilience is the understanding that all successful teachers must experience
growth in this area, no matter where they start off or end up (Day & Hong, 2016).
Building capacity is a lifelong journey that shifts and changes right along with how skills
and practice are developed (Aguilar, 2018). Creating an environment and space for
teachers to first have an intellectual understanding of emotional resilience and then a
deeper knowledge that is continuously developed over time cannot be done in a whole
group professional development, but has to be done in more intimate settings, with
reciprocal processes such as relationship building and understanding the individual nature
of the teacher (Day & Hong, 2016; Aguilar, 2018). Until the emotional components,
capacities, and capabilities of the teacher are explored and understood it is nearly
impossible to coach a teacher in any other area of their work (Aguilar, 2018).
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Having emotional resilience is not just about one’s capacity to be able to navigate
through difficult emotions, but also about having emotional support to help the teacher
situate and successfully move though their emotions in a healthy and productive way
(Day and Hong, 2016). This is especially necessary when the emotions are foreign and
overwhelming, in these situations it becomes paramount to have someone who is
emotionally sound in that particular area to help the teacher begin to make sense of what
they are feeling, so the feelings do not begin to fester and stick. Being able to
successfully name the positive or negative emotion, identify the event that triggered the
emotion, glean useful lessons from that emotion and then move beyond the emotion is the
sign of an emotionally resilient teacher (Aguilar, 2018). For most people, no matter the
stage they are in with cultivating their emotional resilience they are going to need a
person who is able to look at the situation or event from an unbiased lens in order to get
the desired place post that emotion. This is happening all the time in schools, but because
we are not naming it and formalizing it so that it can happen in a healthy and productive
way, teachers are s not routinely getting what they need and are leaving the profession at
a rapidly growing rate. Since we know that emotional resilience is individualistic in
nature because it is based on the individual experiences teachers face before and after
they enter the classroom (Aguilar, 2018; Arnup & Bowles, 2016), it is arguable that the
individualized support offered through coaching would help teachers cultivate their
resilience.
Summary
Teachers are leaving the profession because they do not feel valued and
supported. There are many nuanced reasons why teachers feel undervalued and
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unsupported, but at the heart of any reason, will be not knowing or not understanding
who they are and, how they operate, and why they fundamentally choose to do this work.
Coaching is a unique experience that requires a trusting professional relationship in order
for it to function at its highest capacity. Effective coaching offers a framework and model
that can be used to help attend to the needs of teachers in the areas of both skill and will.
This is what makes coaching unique, because it is individualized and relationship-based.
There is at least one person in the building or profession who they can relate to and that is
there to help them grow themselves in whatever individual professional goals they set
while also being there to help them move through the emotional strains of teaching.
Creating intentional and effective professional development for teachers is firmly
grounded in relevance. What is relevant for one teacher, is not necessarily relevant for
another teacher. Individualizing professional development opportunities gives license for
teachers and their coaches to really explore where they are and what they need in order to
grow and develop their teaching craft. This sort of PD naturally lends itself to not just
being relevant for the teacher but also effective, because it is meeting them where they
are and growing them from there.
Building the emotional capacity of teachers as part of the professional
development work of coaching teachers in their practice is where the gap in the research
exists. This should not be something separate and apart from their teaching practice but
done in tandem, because one very much attends to the other. Having a professional
development opportunity such as coaching that works to develop the whole teacher rather
than parts of the teacher could potentially be the answer to teachers feeling the need to
leave the classroom in droves as a result of feeling unseen and unheard.
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CHAPTER THREE
METHODOLOGY
The purpose of this study was to explore the effectiveness of culturally relevant
coaching for induction year teachers as a support tool for retaining teachers in classrooms
located in low income, rural communities. More than recruiting teachers, retaining
teachers makes up about 90 percent of the annual teacher demand (Goral, 2019).
Teachers are not remaining in the classroom beyond five years of beginning their
professional paths in education, with 50% or approximately half a million educators,
moving to another school district or leaving the education profession completely
(Rumschlag, 2017). The issues that most effect the teacher shortage is dissatisfaction with
administration, dissatisfaction with working conditions, and eventual burnout (CarverThomas & Darling-Hammond, 2017; Goral, 2019; Rumschlag, 2017). The dissatisfaction
with these key areas within the profession are some of the leading causes to the emotional
exhaustion or burnout these teachers are experiencing as a result of the teaching
profession (Carver-Thomas & Darling-Hammond, 2017; Rumschlag, 2017).
The population of students most deeply affected by this shortage crisis is students
of color living in low income rural areas of our country (Goral, 2019). Poor working
conditions and lack of support are not mutually exclusive causes affecting the desire for
teachers to remain in the profession beyond the one to five-year marker. The turnover
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rates in the teaching profession most specifically in rural low income areas of our country
are expressing their dissatisfaction in droves by taking the option to do something
different rather than experience feeling unsuccessful, unsupported, and unappreciated in a
profession where they would by standard make less and be required to do more.
Conducting this action research came from a primary need to know whether
teachers are more likely to remain in teaching if they receive necessary support in the
form of coaching but most specifically, coaching and working to develop the whole
teacher. My primary research questions for this study were as follows:
1. How does instructional coaching support the retention of teachers in low income,
rural k-12 classrooms? (Year One)
2. How does Culturally Relevant Coaching or CRC (emotional resilience with CRT)
alongside the instructional coaching mechanism support the retention of teachers
in low income, rural k-12 classrooms? (Year Two)
In the following chapter, I provide a detailed description of how this project was
designed, conducted and analyzed. I begin with a rich description of the context, the
teacher-participants and my own positionality in order to provide the background needed
to better understand the decisions I made regarding Culturally Relevant Coaching (CRC)
in building my teachers’ emotional resilience while also helping them to develop as
teachers. I then provide an overview of the methodological design of the study and the
rationale for why this design is an appropriate way to study the impact of using CRC to
support the retention of teachers in rural low-income areas. I conclude this chapter with a
thorough and detailed description of how CRC was applied and how I explored both my
own implementation as well as the impact on teacher retention.
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Research Context
Positionality
The researcher plays an active role in the action research process. The action
researcher takes a critical look at their environment and identifies a problem within that
could be addressed or at least be observed more closely to develop improvement
strategies for that specific area of study (Mertler, 2019).
The participatory researcher, also referenced as an action researcher, is often
actively seeking an answer that is more personal in nature. This will, in most cases, only
affect their performance method which in effect places the researcher at the heart of the
research process (Goto, 2010). Participatory researchers are not just looking at the
environment beyond themselves and trying to determine answers but also seriously
recognizing their role in the problem under investigation and the results yielded from the
research. Action researchers are yet presented with a much larger challenge than
traditional researchers who are removed from their research process; the action researcher
must still be able to take an unbiased look at their practices and offer trustworthy and
credible results that will positively enhance their practice habits (Mertler, 2019).
Action research is an ideal approach with my role as a coach of first and second
year teachers because it allows me to be an active participant in the process. This
approach was very helpful since, it can sometimes be very difficult, if not impossible, to
remove oneself completely from the research process as a whole (Dana and YendolHoppey, 2014).
Action research is conducted by educational personnel in order to assist in
improving the overall educational process and aid in creating and implementing various
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support platforms to ensure schools, classrooms, and/or districts have everything possible
to garner student success (Mertler, 2019; Dana and Yendol-Hoppey 2014). While the
research results may not necessarily be reproducible, action research offers the
opportunity for transferability and has components that can be adapted and tailored to be
integrated within another setting. A good portion of the principles, guidelines, and
material can also be employed by other researchers which could yield the appropriate
results for their problem of practice (Mertler, 2019). Action research by its very nature is
situational, because every situation consists of varying components making for multiple
variables to be considered and identified within the process (Dana and Yendol-Hoppey,
2014).
In the traditional research model, the objective vantage point is often seen as
rigorous in nature because the results may be generalized and applied in more than one
setting. For the action researcher, reproducible results are not the goal because this is not
consistent with the objective. In action research, what matters most according to Mertler
(2019) “is typically the improvement of practice, as evidenced by the resulting, visible
change, not the study’s rigor” (p. 27). The goal of action research is to effect change in
the very role of the researcher or in a part in the working environment. Because the
researcher is looking at a problem within his/her environment, this allows the researcher
to take a critical view of his/her problems, practices, knowledge, and understanding and
then improve on that specific portion of their job (Stringer, 2007). While the results may
not be reproducible and generalizable, the practices used within the research can be
mainstreamed and implemented in various contexts to fit the specific needs of other
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individuals in other settings, which Mertler (2019) encourages, because the more it is
repeated and practiced, the more trustworthy it becomes.
Setting
For the sake of maintaining anonymity, the non-profit organization that I work for
as a teacher coach is not named. This non-profit organization does work to provide
teachers in various underprivileged regions across the nation. I work for the South
Carolina region of this non-profit organization and am a teacher coach. I have been in this
role for a little over a year and a half. The schools where my teachers teach are rural
schools that serve predominately African American students. The teachers that are part of
this study are in various rural areas in South Carolina.
The coaches in this non-profit are in classrooms at least once a month. In addition
to classroom observations, coaches are charged with hosting social events during the
year, providing professional development opportunities for teachers, and providing
support in teacher directed ways when and where necessary. The region also works to
provide support for teachers by having cohort wide professional developments and social
events to help teachers feel they are part of a community no matter where they are placed
throughout the state. This is done because many of the teachers that teach as part of this
non-profit organization come from places besides South Carolina for a set amount of
years.
The coaching team consists of four coaches and one manager. When visiting
classrooms, the coaches are gauging academic success as well as classroom culture.
Appendix A are the rubrics used when observing teachers’ classrooms. These rubrics are
the foundational pieces that center the work done by the coaches with their teachers. Any
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support or guidance given to teachers is grounded in getting teachers’ classrooms at On
the Path and Application, Analysis Explaining at the very least by the end of their second
year and at On Task and Factual, Recall, Procedural by the end of their first year. In
Appendix A, there are descriptions of each of the indicators that determine how and
where to rank an individual classroom. Teachers are given this rubric at the beginning of
each year and there is extensive one on one as well as group conversations and
professional development sessions to ensure teachers have a firm understanding of the
rubric and what classroom and teacher factors determine each ranking.
Coaching conversations happen after each observation to discuss what was
observed during the observation, rankings of classrooms based on rubrics, explanations
of rankings, and actionable next steps for teachers are determined based on where their
individual classroom are each time. The actionable next steps that are jointly determined
by the coach and the teacher are next steps for both the teacher and the coach. These next
steps are often differentiated and, in some way, require a follow-up from the coach to
check for progress. Once next steps are completed and or mastered, the coach and the
teacher begin the cycle again, with the goal always to get teachers at On the Path and
Application, Analysis, Explaining consistently and authentically.
Teacher-Participants
There was a total of seven teacher-participants that were part of my study. Five of
the teacher-participants are female and two of the teacher-participants are male. All the
teacher-participants are in their second year of teaching and are part of this non-profit
organization. Each of the teacher-participants have their unique story as to what brought
them to this non-profit organization and the level of preparation, they had prior to being
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part of this non-profit and becoming a teacher. As part of the non-profit each of them
participated in a seven-week summer intensive program to help prepare them for the
program. The seven-week program was held in Mississippi and is part of the support
guaranteed to each teacher that joins this non-profit organization. After the summer
intensive program, the teachers go to their assigned area of the country to teach. Within
that assigned area or region the teachers are assigned a coach. They are guaranteed to
have this built-in support system for as long as they are part of the program. All the
teacher-participants for this study are teaching in various rural areas in South Carolina.
When describing each participant individually, I will include their age, gender,
why they have come to do this work, their plans once they are no longer part of this nonprofit organization, their educational background, and what teacher preparation they had
if any prior to joining this organization. Additionally, I will provide the teacherparticipants’ Culture of Achievement and Engagement with Rigorous Content Rubric
rankings at the end of the 2018-2019 school year.
The seven teacher-participants are described below using pseudonyms.
•

Vanity is a 23-year-old African American female teacher in a rural area in South
Carolina. Vanity teaches 5th grade Math and is in her second year of teaching. She
has taught at the same school for both her two years. Vanity does have plans to
teach next year but will also be actively pursuing her nursing degree with plans of
going into nursing after the degree is obtained. She does not have plans to remain
at her same school beyond next year. She does not live in the same area that she
teaches, which she cites as a major reason for wanting to teach elsewhere. At the
beginning of her first year of teaching Vanity’s classroom ranking was Bored and
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Uninterested and Factual, Recall, and Procedural. By the end of Vanity’s first
year teaching, her classroom was firmly at On the Path and Application, Analysis,
and Explaining. When asked why she decided to do this work, she gave the
following response, “I decided to join this organization to have more exposure to
serving the community, help pursue educational equity, and nourish young black
minds”.
•

Valerie is a 23-year-old female White teacher in a rural area in South Carolina.
Valerie is a 6th and 7th grade English teacher in her second-year teaching. She has
taught at the same school for both of her two years and does have plans to remain
in the classroom at her same school after this year. Valerie does have plans to
further her education and is currently deciding on one of the following three
concentrations: Public Policy, Educational Leadership, or Law. At the beginning
of her first year, Valerie’s classroom was at On Task and Factual, Recall, and
Procedural. By the end of her first year, her classroom was a solid On the Path
and Application, Analysis, and Explaining. When asked what brought her to this
work, Valerie responded as follows, “I decided to join this organization because I
deeply believe in the power of education to change lives and circumstances. I
wanted to play an on-the-ground role in ensuring historically oppressed students
receive a quality education”.

•

Tonya is a 24-year-old African American female Special Education teacher in
rural South Carolina. She teachers 4th and 5th grade students who have Intellectual
Disabilities (ID). Tonya has taught at the same school for both of her two years of
teaching and is still figuring out whether she wants to remain at her school next
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year. She does have plans on remaining in education in some capacity and will be
furthering her educational journey to either go into school counseling,
administration, or school policy. At the beginning of her first year in the
classroom, Tonya’s classroom was at On Task and Factual, Recall, Procedural.
By the end of her first year, her classroom was soundly at On the Path and
Application, Analysis, and Explaining. Tonya’s reason for joining this non-profit
organization was because “I saw the need in the community I went to college in. I
wanted to be part of the solution”.
•

Emily is a 26-year-old African American female 5th grade Math and Science
teacher. She teaches in a rural area in South Carolina. Emily has taught at the
same school for both years she has been a teacher and does have plans of staying
at her school next year. She wants to remain in the classroom and eventually has
plans to transition out of the classroom into an instructional coaching role at the
elementary level. At the beginning of her first year, Emily’s classroom was at On
Task and Application, Analysis, and Explaining. By the end of her first-year
teaching, Emily maintained at Application, Analysis, and Explaining and moved
up to On the Path. Emily decided to join this non-profit organization “because I
believe that all children deserve the right to equal education and opportunities that
equip them into becoming successful adults. Teaching has always been my
passion and [non-profit organization’s] mission aligns with my values and
beliefs”.

•

Harry is a 25-year-old African American male 7th grade Science teacher. He
teaches in a rural area in South Carolina. Harry has taught at the same school for
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both years he has been a teacher. Harry started off at the high school level but
based on need and other outside factors moved down to the middle school level.
At the beginning of his first year, Harry’s classroom was at On Task and Factual,
Recall, and Procedural. By the end of his first year, Harry was at On Task and
Application, Analysis, and Explaining. Harry’s reasons for joining this non-profit
organization are, “one because I studied education in school, two I like changing
the narrative of misrepresented kids. Lastly, I thought it was a good opportunity”.
•

Clyde is a 35-year-old African American male 7 th grade Social Studies teacher
in a rural area in South Carolina. Clyde has taught at the same school for both
years he has been a teacher. Clyde does have plans on remaining in the
classroom after this year but does not have plans to stay at his current school.
After some more time in the classroom he does plan to move into a school
leadership role to continue his journey of impact. At the beginning of his first
year, Clyde, was at On Task and Factual, Recall, and Procedural. By the end of
his first year, Clyde was at On the Path and Application, Analysis, and
Explaining. Clyde cited the following reason as to why he decided to join this
non-profit organization, “I joined [non-profit organization] because I believed
in the purpose of the organization which was to provide equitable and quality
education to students in underprivileged schools”.

•

Chloe is a 23-year-old African American and Latina female teaching in a rural
area in South Carolina. Chloe teachers Spanish at the high school level and has
taught at the same school for both years she has been a teacher. She has not
concretely decided if she will remain in the classroom after this year, but it is a
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possibility. Other possibilities she is considering pursuing are a master’s degree
and/or working in some other sect of education. At the beginning of her firstyear teaching Chloe’s classroom rating was On Task and Factual, Recall, and
Procedural. By the end of her first year, Chole’s classroom was at On the Path
and Application, Analysis, and Explaining. When asked why she decided to
join this non-profit organization she said, “I have passion for education and
educational equity--I felt most alive when working with young people. Joining
[non-profit organization] made sense for someone like me who didn't have a
traditional background in education but had a passion for educational issues”.
Ethical Considerations
There was consideration regarding my inherent bias. As stated by Mertler (2019),
“Action research is not done ‘to’ or ‘by’ other people; it is research done by particular
educators, on their own work, with students and colleagues” (p. 18). In order to minimize
inherent bias, it is suggested by Mertler (2019), that the researcher constantly reflect
throughout the study. I made every effort to reflect throughout the entire research process
in order to eliminate my inherent bias as much as possible.
Data for this research study was collected during the second semester of the 20192020 school year which began in January. I completed Institutional Review Board (IRB)
application for research which reviewed the methods of my study to ensure they were
ethical. From there, I took every consideration to ensure I kept my research separate from
my job with the non-profit organization. Any results shared during my research also
maintained the anonymity of my teachers, who have been given pseudonyms. Most
methods being shared during this research are methods used from my personal research
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and created during my time as a coach. Any tools that have been created by the team of
which I am a member were obtained through permission from my direct supervisor to use
to help build my study and the credibility of the study and its results.
I received expressed permission from teachers participating in the research. I
reached out to ten teachers and eight responded back agreeing to be part of the study.
During the study one participant dropped out because of outside factors hindering her
from being able to actively participate in the study as expected. Therefore, seven of the
ten teacher-participants are being used for the study. Teachers were told they could drop
out of the study at any time and that this study is not in any way related to the non-profit
organization with which we are affiliated. They were also told their names would not be
used in report of results. They all agreed to these terms and no one indicated that they did
not want any of the data collected used in the final study report.
Research Design
Action research is a mode of reflective practice on the part of the researcher. The
purpose of action research is to identify a problem, develop and test solutions to the
problem, and then work to use the results gleaned from the research to make informed
decisions arounds next steps. The research study could potentially tell the researcher
several things, the practice is effective, the practice has effective parts, the practice has
ineffective parts, or the practice is ineffective. No matter what information is gathered
from the research, the results are beneficial to the researcher because it gives the
researcher focused outcomes on what should be improved, eliminated, or sustained.
Action research is conducted by the practitioner for the practitioner for the sake of
improving their practice in a particular area. Beginning with a point of inquiry within
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their practice, the practitioner investigates that inquiry point to determine how to
effectively add or improve something within their practice. Action research gives the
researcher concrete and focused examples of how a particular treatment is or is not
working to help answer that point of inquiry.
In this study I used mixed method research design, combining both quantitative
and qualitative data to inform the research. The qualitative data collected and analyzed
provided an initial review of the topic, Culturally Relevant Coaching. From that data the I
identified and analyzed early patterns and themes. From those early patterns and themes I
created quantitative and qualitative data collection instruments with the ultimate purpose
being to lend more credibility to the overall study.
This interventionist study employed a pre-post design. The outcomes of coaching
induction teachers were analyzed before and after the intervention. The teacherparticipants of this study have had me as a coach for a year and a half. In the beginning I
was not explicitly using Culturally Relevant Coaching but was more closely following
the coaching model designed by my employer. As time went on and various patterns
began to emerge, I took the necessary steps to determine what teachers needed to feel
supported and successful in their role. Themes began to emerge and from those themes I
put specific coaching methods and practices in place to create a Culturally Relevant
Coaching Model. This pre-post study measured the results of one single group, measuring
them at the end of their first year and mid-way through their second-year teaching. The
core of this research was determining how and what type of support mechanisms could be
used to help retain teachers.
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Field notes gleaned from observations of teachers’ classrooms in the previous
year and action steps from coaching conversations following those observations as well
as points of reflection at the end of the study constituted the qualitative data that initiated
this research. From these field notes and the patterns that occurred, I developed
quantitative instruments such as surveys and questionnaires to gather more data for the
study.
Data Collection
Exploration and Development Phase
I had been a teacher coach for a little over a year and a half and before this I was a
classroom teacher. Based on my practice in the classroom and some previous research
done, I was heavily familiar with the practice of culturally relevant pedagogy. This theory
and practice completely revolutionized my classroom and there existed a strong desire to
continue using this practice and allowing this school of thought to influence my work as a
coach. The non-profit organization I work for was using many of the pedagogical
practices and tenets of CRP in their development of their teachers and this framework
was part of the coaching model I stepped into when joining this organization as an
employee.
With the previous work I had done with CRP and this new role, I was intrigued by
the idea of adding another layer to the CRP lens, with coaching and training first and
second year teachers. Because the core of CRP is built on the idea of building
relationships and using those relationships to transform the classroom environment and
learning, this idea was easily transferrable to my work as a coach. From there the idea of
combining CRP with building the emotional resilience of teachers began to really center
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the work I not only wanted to do for this research but as part of my overall and general
coaching practice.
Coaching the entire teacher, knowing the whole teacher, building trust and
relationships with the teacher as well as the person birthed the idea of Culturally Relevant
Coaching (CRC). Coaching that works to build the capacity of teachers not from a deficit
standpoint but rather an asset based standpoint, knowing that all of the layered
experiences that teachers bring to the classroom are really the heart of why they have
come to do this work. These fundamental ideals have to be considered, grappled with,
and interrogated in order to create a more sustainable supportive environment that works
best for each individual teacher.
Implementation Phase
Qualitative methodologies “require the collection and analysis of narrative data”
while quantitative methodologies “require the collection and analysis of numerical
reasoning” (Mertler, 2019, p.312-313). Using this mix-methods approach with both
quantitative and qualitative methodologies informed my quasi-experimental research
design and helped me to create more trustworthiness and credibility in my research.
Rating Scale Questionnaire. Rating scales are used to measure the attitudes,
perceptions, and or behaviors of a group around the topic of research (Mertler, 2019).
At the beginning of the research I used the Rating Scale Questionnaire (see
Appendix B) to glean evidence on the perceptions and attitudes of teachers’ experience
with a coach. After having worked with the teachers for about a year and a half, we had
developed a rapport as well as a routine that was consistent. Some of the methods being
used by me were explicitly expressed to teachers and others were imbedded within the
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coaching. No matter the method, the intent was to influence the practice of the teacher,
build the emotional capacity of the teacher, and to help develop the person that is also the
teacher. With these directed and pointed questions I was attempting to gauge the level by
which I was able to impact these various areas. I used a combination of a Likert Scale,
which began with a question and then asked teacher-participants to respond along a
continuum. Immediately following each of the questions the teacher-participants were
asked to provide a brief narrative response to help explain why they chose their answer
on the continuum. This was done in an attempt to expand teacher-participants’ responses
to the scale and to also gather more evidence when identifying emerging patterns and
themes.
Interview. “Interviews are conversations between the practitioner and
participants in the study” (Mertler, 2019).
I asked teachers to complete an activity (see Appendix C) and then asked
questions about the activity and how coaching helped to inform these various experiences
in their responses. With this particular data collection, I was attempting to discover how
teachers built their emotional resilience over time. With the questions that followed this
activity I wanted to know what types of coaching methods helped them to either celebrate
or move past these highly emotional moments they experienced while teaching.
I also asked teachers to reflect on their classroom practice, their coaching
experience, and the state of their classroom using a survey (see Appendix D). Teacherparticipants had to give a rationale for each of their selections within the survey as a way
of reflecting as well as explaining their selections.
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At the end of the research study I asked closing questions (see Appendix E) to
help synthesize the thoughts and feelings of teachers. Because second year teachers
possessed better understandings of what effective support could potentially look and feel
like, this helped them to have a comparison point and be able to give guided thoughts
around what has been least or most effective for them in the overall coaching relationship
as well as with CRC. Direct quotes can be found for many of the teacher-participants to
support the overall findings of the study. For those teacher-participants that did not have
direct quotes following the summary of their thoughts or ideas it was because there were
grammatical errors, or I had to piece together parts of what was said in order to make
sense of their general ideas.
Observations/Field Notes. “Observations as a means of collecting qualitative
data involve carefully watching and systematically recording what you see and hear
going on in a particular setting” (Mertler, 2019, p. 130).
I spent time in the teachers’ classrooms at least once a month and maybe more
depending on the need of the teachers. While in the classroom observing, I recorded notes
to bring back to coaching conversations to foster growth and development of the teacher.
The recorded notes included actions of the teacher and the students while also
documenting various growth points from the time of the last observation to that point. I
also documented evidence that would help the teacher and me determine the Engagement
with Rigorous Content and Culture of Achievement ratings. These proof points were a
valuable driving force behind the direction of the coaching journey and also directed the
type and level of support given to the teacher at any given time. These observational
notes were the journey of the teacher’s development over the course of the year.
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While parts of the Observational Field Notes from their first and second years
were analyzed to show patterns in their teaching practice and my coaching, these notes
are also intended to help frame how the inquiry around CRC came to be. These
Observational Field Notes were not used in deciding the effectiveness or ineffectiveness
of the study, but as guideposts to help me explain why I decided on certain treatments
during the study.
Summary
An important part of this research was to determine whether various methods tried
were helpful or not. I also sought to understand exactly what parts of the teaching
experience were influenced by the coaching experience directly or indirectly and what
methods had the most effect on the overall teaching experience. These mixed-methods
were used together to help frame the work and how I came to the creation of the
instruments that helped me gather my results. The quantitative data points revealed parts
of the preliminary story while the qualitative data helped to support the intervention
given as a result.
Procedure
Participant Decisions
When deciding which teachers would be invited to participate in this study I
factored in two components: a), the type of data needed to make informed decisions
around the coaching practice and b), who would be able to provide a balanced and wellrounded account of their overall coaching experience. With those two points in mind, I
decided to use the teachers under me that were in their second year of teaching.
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These teacher-participants had been with me for a year and a half so there was
already a rapport in place. Additionally, these teacher-participants had experienced my
coaching before I began to decidedly use components that would make up CRC. There
were 10 teachers that made up my second year cohort of teachers and all 10 received the
same CRC coaching. Of those ten, eight agreed to participate in the study. One person
dropped out early in the study because of prior obligations and commitments that limited
their ability to fully and actively participate in the study.
Permission of Teacher-Participants
Once I received permission to conduct research from the Institutional Review
Board, I obtained permission from my teacher-participants. I sent 10 of my second years
an email asking them if they would like to participate in the study. If they wanted to
participate in the study, they had to respond to a survey. An example of the survey can be
found in Appendix F. This permission form asked teacher-participants to give me
permission to collaborate with them in the study but also informed them that this study
was being done independently from the non-profit organization of which we are a part.
They were also told they would not be penalized in any way for participating or not
participating in the study. If they needed to drop out of the study at any time, they could
feel free to do so.
In this email I gave teacher-participants a timeline for the study and a brief
description of the types of tasks they would be asked to complete. Teacher-participants
were informed of the time commitment that would be needed to be part of the study as
well as that if given permission their identities would remain anonymous when it came
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time to describe them and the results. I also linked chapter one of my dissertation to the
email along with including my research questions in the email for them to reference.
Year One: The Pilot Study
I observed teachers at least once a month. During these observations I took notes
of the classroom. After the observation I reflected to note any progressions or digressions
on the part of the teacher. I would take this opportunity to do a root cause analysis to
determine what was happening to cause the progression or digression. From here, I would
create reflection questions for the teacher to complete before the coaching conversation
and would also send the notes I took while in the classroom. The reflection questions
would ask teachers to interrogate one or two parts of their classroom practice that was
observed and then connect that to whatever other factors that contributed to the outcome
of this practice. I would follow up with a coaching conversation with the teacher. The
coaching conversation would conclude with teacher practice action steps.
In year one of my coaching very little attention was paid to the teacher outside of
their teacher role. Besides benign and very basic well-being and wellness conversations,
coaching conversations rarely expanded beyond the teaching practice. At the end of the
school year, during final reflections on the part of the teacher-participants and myself,
very clear trends began to arise. Teachers felt supported but did not necessarily feel
valued and heard and questioned whether they were truly seeing success in their
classrooms. Through these reflective conversations I decided to shift my coaching and I
added layer of getting to know my teachers more deeply and understanding who they
were as individuals. With this added layer I was able to more closely coach toward
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teacher’s strengths, because there was more of an idea around how the person outside of
the classroom informs the work of the person inside the classroom.
Year Two: The Treatment
I observed classrooms once in the months of August, September, and October and
moved to once every two months (unless otherwise needed) after the first three months of
school. At this point I had a pretty solid pulse on what would be happening in classrooms,
so there was less need for me to be in classrooms as often and more need to support
teachers in outside classroom endeavors to ensure they had the emotional resilience
needed to sustain this work and the support needed to maintain their work.
Coaching conversations were no longer initiated solely based on me observing the
teacher’s classroom but also as wellness check-ins once a month. These coaching
conversations were happening once a month regardless of an observation occurring.
During these wellness check-ins teachers were asked to complete various activities to
gauge how they were feeling and to help them connect and manage the personal and the
professional in a healthy and productive way that allowed them to continue and grow
their effectiveness in the classroom. The activities they were asked to complete were prework that teachers brought to the coaching conversations. The pre-work had to be
completed at least 24 hours before a coaching conversation so I would have time to plan
for the coaching conversation. These activities drove the conversations and really helped
determine what the coaching would look like for the teachers in the next cycle. Action
steps for teachers now did not just include teaching practice action steps but also personal
action steps and emotional resilience action steps. These action steps would all be
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connected in some way and would always point back to the development of the entire
person not just the sum of their parts.
The Impact
Once it was time to gather data around the impact of coaching on their overall
teaching practice, I sent out various activities for the teachers to complete over a sixweek time period. The teachers had a week to complete each activity and would be sent
an email at the end of each week documenting what still needed to be done and what was
to be done next. I set up a Google Drive Folder for each participant where all their
individual activities were housed. Teacher-participants could access these activities at
any time once I disseminated the activities. Teachers received a new activity every Friday
by email. If for some reason an activity was not completed in the allotted time, teachers
would receive a text message from me reminding them to complete the activity and
looking to support them in any way to get the activity completed.
Participant Considerations
When considering how often over this six-week period I wanted to have teacherparticipants complete something for the study, I had to consider their individual work
schedules in school and out of school. Some of the teacher-participants were in graduate
school, had second jobs, families, and other obligations outside of school that could
factor in them being able to complete the tasks that would help to finish the study.
Because of that I decided to assign one task once a week and made sure the due date
assigned to the task included a weekend. Teacher-participants received a week to
complete each task.
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Teacher-participants generally got all their tasks completed on time. If for some
reason someone did not turn in something on time a text message reminding them about
the task would suffice. Once the text message was sent, teachers would get the task
completed in a maximum of 24 hours.
I decided not to have any in-person meetings with teacher-participants when
gathering data because teachers were in varied locations across the state. Workload on the
part of myself and the teacher-participants had to be measured and once I determined that
the same things could be determined digitally decided that was the best route to take. As
a result, all of the data collected from teacher-participants was done via emailed tasks
using Google Docs, Google Drive, and Google Forms.
The Last Six Weeks: Data Collection
The observation data from year one and year two were used to help me create data
collection instruments that would best glean the necessary information to determine the
effectiveness of CRC. These instruments, in varied ways, are what is used to discuss the
results of the study. Interviews and Questionnaires given to teachers during this six-week
period are the components that document the feelings, perceptions, and attitudes of
teachers during this study. At the end of the study I offered teacher-participants the
opportunity to speak with me about anything they wanted to know regarding how the
study was conducted and give any feedback, they felt was necessary. Teacherparticipants also knew they could reach out at any time via phone, text, or email if they
had any questions during the study.
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Data Analysis
Because a portion of the research is determining the attitudes, perceptions, and
opinions of participant teachers during this process, the use of descriptive statistics was
one of the methods used to analyze the data. Descriptive statistics is a means for
observing and measuring teacher’s attitudes toward coaching and the varied methods
used to help coach and develop them as a whole person. Frequency distribution tables
enable data “to be displayed visually” (Mertler, 2019, p. 183). Because I used Likert
scales to collect data, and the data collected were able to be categorized, the visual aids
helped me to determine how often an answer was given to various questions. The
frequency of answers or reactions to questions or prompts given around Culturally
Relevant Coaching (CRC) as a coaching method was then used to assist in determining
the most effective coaching strategies used during the research.
At the completion of the data collection period, all data were carefully analyzed
for emerging patterns and themes that developed from the inclusion of CRC using
inductive analysis. CRC is not a mandated part of the coaching framework; therefore, I
was interested in the attitudes and perceptions of teacher-participants with the inclusion
of CRC. I was also interested in whether there would be an increase in retention and
overall satisfaction around support mechanisms given to them. Questionnaires, surveys,
feedback, observations, and field notes were all used as a means of determining overall
attitudes, perceptions, and opinions toward CRC. According to Mertler (2019) using
inductive analysis helps to minimize the amount of information collected and in so doing
the researcher can organize the data into important patterns and themes. The patterns and
themes that emerge aid in the researcher being able “to construct some sort of framework
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for presenting the key findings of the action research study” (Mertler, 2019, p. 173). A
coding scheme was developed, which can be found in Appendix G, to help track the
emerging themes across the qualitative data collected. The process for developing this
coding scheme happened during the analysis of the results. The first time I read through
the results, I noted things that stuck out from one participant to the next. From those
notes, I created a highlighting color scheme based on the categories I constructed from
the data of my initial reading. The next time I read through the data I began to highlight
based on the color-coded scheme I developed. This second read also served as a crosscheck to identify any other themes that may have arisen. I read through the data a third
time to see anything that I may have missed. The fourth and final reading of the data was
done to make sure everything I had categorized indeed made sense to what I was aiming
to answer with my research questions, while also ensuring that during the process of
reducing the data I did not “minimize, distort, oversimplify, or misinterpret” any of the
data collected (Mertler, 2019, p. 173). Once this final check was completed, I used
member checking to further assist with the credibility of the data. Each participant took
the time to read over the categorized and summarized data to ensure that the thoughts,
feelings, perceptions, and ideas communicated by them was accurate and conveyed the
sentiments they wanted expressed.
The data collected enabled reflection about the larger picture as it is related to the
problem of practice and how the I could refine this coaching concept to better fit the
needs of not just these teacher-participants but of all teachers I coach. Because there was
such a small number of teacher-participants in the sample size, the ability to generalize,
was limited, but because of the aggregate analysis of results, the data yielded information
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that could make CRC a more workable coaching practice for the me (Dana and YendolHoppey, 2014).
Summary
Chapter Three described the methodology and, introduced the reader to the
various methods employed by the me to first gather data and then analyze results.
Chapter three gives an account of the teacher-participants of the study and the types of
methods and instruments used to collect data. This chapter also reminds readers of the
research questions, while also giving a detailed account as to how I went about collecting
data from my teacher-participants and why I chose these teacher-participants for my
study. The design of the research and the choices made to develop this research design
are further explained, while I work to craft a descriptive telling of how all these
components came together to help me make determinations for my problem of practice.
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CHAPTER FOUR
FINDINGS AND DATA ANALYSIS
This study examined the effectiveness of coaching and most specifically
Culturally Relevant Coaching (CRC) as a strategy to retain teachers. The study followed
seven second year teacher-participants to gain a better understanding of what coaching
mechanisms and strategies are the most useful and necessary when working to develop
teachers and support them in their teaching journey. These strategies and mechanisms
were then examined to determine whether they impacted a teacher’s decision to stay or
leave the classroom after their second year.
I had been the teacher-participants’ coach for nearly two years, therefore, initial
findings from their first year of teaching assisted in creating a more holistic approach
(CRC) for their second year. The first year of coaching relied heavily on instructional
coaching with some but very little regard to other factors that contributed to the overall
experience of their teaching. The coaching approach their second year expanded to not
just their classroom practice, but to understanding the teachers and interrogating their
reasons for wanting to be a teacher. I strategically and intentionally incorporated all these
factors into their coaching during teacher-participants’ second year to determine what
methods were the most essential to teacher-participants’ development, growth, and
retention.
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Over a five-week period I administered various activities to teachers to complete. These
activities such as questionnaires, open-ended response questions, and journaling required
teacher-participants to examine their coaching and teaching experience from their first
year to their second year. These data collection methods were given to extract themes and
patterns to assist in better understanding what type of support teachers need and if
coaching as a support can be an impetus for teachers to stay in the classroom.
Research Questions
1. How does instructional coaching support the retention of teachers in low income,
rural k-12 classrooms? (Year One)
2. How does Culturally Relevant Coaching or CRC alongside the instructional
coaching mechanism support the retention of teachers in low income, rural k-12
classrooms? (Year Two)
Purpose of the Study
The purpose of this study was to explore the effectiveness of culturally relevant
coaching for induction year teachers as a support tool for retaining teachers in classrooms
located in low income, rural communities.
Findings of the Study
I looked across the data collection sets used to find themes and sub-themes that
permeated throughout the data collection resources. The themes discussed did not come
from only one of the data sources but from multiple sources. While the Likert Scale
results helped me begin to make sense of the collected data it was in the open response
answers from teacher-participants that true themes began to emerge.
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I analyzed each piece of data collected to determine whether the methods and strategies I
used to coach my teacher-participants were first effective and then which of the strategies
and methods were the most effective for teacher-participants. The effectiveness of these
strategies were determined by how teachers answered and responded to the various data
collection instruments as well as their eventual plans for remaining in the classroom for
another year. All the teacher-participants except for Harry have plans to remain in the
classroom for a third year. Armed with that knowledge, it became more paramount to
determine exactly what mechanisms aided in them deciding to remain in the classroom
and feeling equipped to continue on their teaching journey.
Classroom Results
The State of the Classroom
Engagement with
Rigorous Content
Rankings (ERC)

ERC Descriptors

Culture of
Achievement
Rankings (COA)

• Students owning
thinking/doing talking at
least 60% of class time

Evaluation and
Synthesis (ES)

Path to Transformative

• Students thinking/doing
talking at least 50% of
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COA
Descriptors
• Students are
consistently
excited to be in
class and work
hard.
• Students
understand
their path to
reaching their
goals
• Parents are
welcome in the
class and are
actively
included and
involved in
what is
happening in
the classroom.
• Students feel
safe and
welcomed in the
classroom
• Students are on
task, following

Application,
Analysis, Explaining
(AAE)

class time
• Students are consistently
able to break apart a
problem, inquiry, text, lab,
etc. and can pull out
evidence and information
to determine meaning in
that moment and can
explain why they applied
that thinking
• Students are not often
generating the parameters
of their thinking nor may
not draw deeper
conclusions as the result of
in the moment analysis

On the Path

•

Factual, Recall,
Procedural (FRP)

• Basic
comprehension/identificati
on is occurring (students
can provide steps, basic
definitions, plot recaps,
etc.)
• Students are consistently
repeating the steps/process
modeled by others but do
so without much
clarity/reason as to why
they are doing that

•

On Task

•

•

•
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the teacher's
directions and
putting in solid
effort towards
daily academic
activity
Students know,
understand, and
are working
toward the class
goal because
they want to
achieve the
goal, want to
achieve
academic
success, or are
invested in the
teacher.
A few parents
are regularly
mentioned as
positively
participating in
activities with
the class
Many students
seem to know
what the class
goal is, but do
not actually
feel compelled
by it.
The primary
motivation for
students being
on task and
completing
work is getting
the grade.
Even though
some students
might not
appear to
genuinely
enjoy the class,
students feel
safe and
comfortable
enough to
participate in
most classroom
activities.
Few if any
parents have

• While students are getting
access to work/content at a
meaningful level, students
are not comprehending
Passive and Confused
even basic definitions,
(PC)
information, or key points.
• Students not able to apply
thinking process in any
way

•

Bored and Uninterested

•

No Learning/Not
Challenged

• Students not getting
meaningful content
(extremely too low or too
high rigor).
• If this continues, there will
be no chance for rigorous
learning will likely result
in students making no
academic growth

•

No Path/No Direction
•

•

•
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had negative
interactions
with the
teacher.
Students are
often not
following the
teacher’s
directions or
appear to be
following
directions, but
with closer
inspection we
see that
students are
putting forth
little effort
towards daily
learning
activities
Students feel
disconnected or
not cared for
by the teacher
Students are
disregarding
the teacher’s
directions and
are putting in
no effort
towards daily
academic tasks.
Students do not
want to be in
the classroom
and may be
intentionally
truant as a
result.
This destructive
culture is
holding
students back
from achieving
their potential
as very little to
no academic
learning or
positive
personal
growth can
happen in this
setting.
Parents have

negative
experiences
with the teacher
and are only
called when
students
misbehave
• Parents are
very concerned
about the
academic
progress in the
classroom

Figure 4.1 Culture of Achievement and Engagement with Rigorous Content Rubrics
The Culture of Achievement and Engagement with Rigorous Content Rubrics are
the instructional tools I used to gauge where teachers’ classrooms fell at various points
throughout their first and second year of teaching. Appendix A gives a detailed account
of each of the indicators. Figure 4.1 gives a brief rationale for each indicator. Figures 4.2
and 4.3 shows where teachers ranked overall for each of the indicators. For those
indicators that do not appear on the chart, none of the seven teachers ranked in any of
those categories. Figures 4.2 and 4.3 also gives comparative data for teachers first and
second years to show where teachers grew or stayed the same.
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Figure 4.2 Culture of Achievement Rankings

Figure 4.3 Engagement with Rigorous Content Rankings
The first-year data were gleaned from teachers’ classrooms in August and January
of their first year. The second-year data were gleaned from teachers’ classroom in
January of their second year. At the time of this study, the state of the classroom data
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collected during teachers second year was the most recent data I had gathered. No
teachers digressed from their first to second year of teaching. Six out of seven teachers
moved from Factual, Recall, Procedural to Application, Analysis, Explaining and one
teacher stayed at Factual, Recall, Procedural from one year to the next. One teacher
moved from Bored and Uninterested to Path to Transformative, three out of seven
teachers moved from On Task to On the Path, and three out of seven teachers stayed at
On Task. I retained ten out of thirteen of my first year teachers into their second year.
Indications and overall themes toward teachers’ classroom progression over the
two year period fall into three major categories: building strong relationships with
students, goal setting and celebrating success, and allowing students multiple
opportunities to demonstrate growth. All teachers except one grew in at least one
category from their first to their second year. Harry was also the only teacher out of the
seven teachers who did not plan to return to the classroom.
Building Strong Relationships. Seven teachers cited building strong
relationships for how they have been able to move or maintain their classrooms from one
year to the next. These results would indicate that teachers realized early on that if they
wanted to be able to successfully teach their students, they had to have a firm
understanding around who their students were. When asked what sorts of things they did
to get to know their students, Valerie answered, “I had to have a deeper awareness of my
classroom and all that my students had to offer”.
For each of the Culture of Achievement indicators there is some mention of
students feeling safe in the classroom and not just knowing but also feeling that their
teacher cares about them as individuals. Part of the students being “with” the teacher as
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described on the rubric is the teacher being responsive to the students on an individual
and differentiated level. The foundational way teachers said they worked to do this was to
make Culturally Relevant Pedagogy part of their teaching philosophy and methodology.
Teachers found value in giving students opportunities to see themselves in what they
were learning. Teachers figured out who their students were beyond the surface by
listening when they spoke, creating occasions for students to have choice and paying
close attention to the things their students chose to do, going to events that students were
part of and intentionally praising them on their abilities or involvement the following day,
and calling parents to praise their students when a goal was met or growth in another area
was witnessed. Tonya said, that through relationship building she was able to change how
she approached her classroom. She had to come to the very hard reality that she was
looking at her students through a deficit lens when even the learning disabilities her
students were diagnosed with were what she called her students’ “superpowers”. LadsonBillings (2009), noted that culturally relevant teachers can be identified “by the ways in
which they structure their social interactions: Their relationships with students are fluid
and equitable and extend beyond the classroom” (p. 28). Understanding their students’
experiences up until and even while they were part of each teachers’ classroom allowed
teachers the ability to tailor lessons, units, and classroom structures to meet the need of
each individual student and class.
Goal Setting and Celebrating Success. A rigorous classroom is a data-driven
classroom. Assessing student growth formally and informally drove many of the
decisions these teachers made in their classrooms. Vanity, who made the most growth
from one year to the next, moving her classroom to Path to Transformative and

66

Evaluation and Synthesis, cites data as being the foundation of her classroom. One of the
attributes of a Path to Transformative classroom, is that students have goals, know their
goals, and understand the path that needs to be taken to reach their goals. Individual and
classroom goal setting is the trait of all the classrooms that progressed from one year to
the next. Each of the classrooms had a big goal that was set by the class for the end of
year state mandated test and for any major assignments. In addition to this, teachers sat
down with individual students and set goals them for the class and the state mandated
test. Clyde moved from Factual, Recall, Procedural to Application, Analysis, and
Explaining and from On Task to On the Path because he had quarterly meetings with
students to set and assess goals for the year. Students had to look at where they currently
were in the class and set an attainable and measurable goal for the next quarter. Students
also had a minimum of three to five things they would consistently do to meet these
goals. Before any major assignments students had to take time to reflect on all of the
grades, they had gotten so far in that unit to determine how close or far they were from
meeting their quarterly goals. This is the way students decided on major assignment goals
and determined exactly what they needed to be successful.
Though approached differently five out of seven teachers explicitly listed goalsetting as one of major contributing factors for seeing their classrooms grow and develop.
Of these five teachers three of them use their data consistently when lesson and unit
planning. This data is also used to determine the pace of a unit or lesson and whether it is
time to move on or if they need to re-teach. Teachers also made time and gave
opportunity for students to celebrate their successes along the way. This was done at
different times for each teacher and in various ways, but all five teachers said that one
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thing that kept students motivated to continue striving to meet their goals was the act of
celebrating their students and allowing their students to celebrate themselves.
Multiple Opportunities to Demonstrate Growth. Because these five teachers
set such strong individual and classroom goals with their students, they were also the
same five teachers that said they had to always give their students multiple opportunities
through multiple modalities to demonstrate their growth. These five teachers used the
relationships they built with their students as the foundational piece to pushing their
academic growth. They got to know their students and in turn created academic choice
for how they could demonstrate mastery of concepts, skills, and standards. Their
classrooms were not one-size fit all models but rather recursive in nature and responsive
to students’ needs.
Two of the five teachers implemented stations in their teaching approach. At any
given point up to five different things could be occurring at the same time to either teach
a concept or re-teach a concept. Students were grouped by mixed-ability based on the
data the teacher had gathered through various formative assessments. One station was
designated to teacher-led instruction, but all other stations either had individual activities
and learning or peer to peer activities and learning for students. It was not uncommon for
students to be leading an activity or assisting their peers when necessary. For one teacher,
once a week based on their goals, data, and overall awareness of their needs, students
were able to choose their learning mode. This could be a computer game, peer-to-peer
tutoring, re-teaching of a lesson by the teacher, finishing unfinished assignments, etc.
This self-directed approach really moved accountability from the teacher to the student
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and really pushed students to be vigilant and steadfast in their learning journey for the
year.
Two other teachers cited choice as being a motivating factor for their students and
as having a significant impact on how students responded to their academics. Because
students were given choice, freedom, and multiple opportunities students soared and
began to meet and go beyond their set goals. An On the Path classroom and Path to
Transformative classroom have two things in common, students want to learn and are not
just simply compliant, and there is joy in the learning and can be seen through how the
students interact with their teacher and their peers. Five of these classrooms ranked at
Application, Analysis, and Explaining, one ranked at Path to Transformative, three
ranked at on the On the Path, and one ranked at On Task.
The State of the Classroom Coaching Experience
Seven out of seven teachers said that coaching had a direct effect on their overall
instructional growth in the classroom. Two teachers said that observations and feedback
were the most helpful tools I used to foster their instructional growth. Two other teachers
said that videoing lessons, allowing for reflection, and feedback were the most effective
coaching strategies for their instructional growth. Three teachers cited a tailor-made
individual approach based on need to be the most impactful coaching strategy for their
development. Although, not cited directly from teachers, whole cohort professional
developments based on group needs and the general needs of a novice teacher were
created by me and attended by the teachers.
Classroom Observations and Feedback. During the first year of teaching the
strategy of support predominately used by me was classroom observations and feedback.
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At least once a month I was in teachers’ classrooms for a minimum of 20 minutes taking
observational notes. These observations were unannounced and while there I took notes
on what I observed while in the classroom. Appendix H is a copy of the template I used
when observing the classroom and taking notes.
Once I observed the classroom, I would then send the observational template to
the teachers as a point of reflection and reference as they completed their part of the
template in preparation for the coaching conversation. The teachers would then set up a
coaching conversation with me within a 24 to 48 hour window. During the coaching
conversation I would facilitate the conversation around the classroom I observed as well
as the overall state of the classroom based on the teachers’ reflection. The teacher would
leave the conversation with at least two to three actionable next steps to implement in
their classroom practice, modify their classroom practice, or to eliminate from their
classroom practice.
While these conversations were held during teachers first and second year of
teaching, they looked very different between the two years. During the first year these
conversations were directed by me, with some input from the teachers, but much of the
work being done by me. This was a contributing factor to there being very little
movement from the beginning of the first year to the end of the first year as indicated in
Figures 4.2 and 4.3.
Video Observations, Reflection, and Feedback. During the second semester of
the first year, I added video observations to my coaching. Still going to observe teachers’
classrooms at least once a month, there was the added element of videoing the portion of
the classroom that was being observed. After the observation, I would send the video to
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teachers, have teachers watch the video and fill out a template of reflection, and have a
coaching conversation. This template can be found in Appendix I. The teacher and I
would have their coaching conversation and the teacher would leave the conversation
with two to three actionable next steps. This process was still very directed by me.
During teachers second year, the video observation became the chief
observational tool used by me. To move to a more facilitative approach to coaching, I did
very little besides video the classroom. The conversations between the teacher and me
were directed by the teachers based on their reflections of the video and their classroom
in general. The template teachers had to fill out, which can be found in Appendix J
approaches the observation, reflection, and feedback components in a more ongoing way.
Even if I only saw the classroom once a month, the template asks teachers to reflect on
their classroom from the beginning of the process to that point. Therefore, action steps
became more long-standing and asked teachers to determine areas of growth they really
wanted to address and tackle them until they were complete. I became an accountability
and thought partner rather than the sole provider of problems and solutions. This
facilitative approach to coaching, which Aguilar (2013) described as a coach guiding,
helping, and pulling the learning of their teachers, revolutionized not just my personal
coaching journey, but also the results that my teachers began to see in their classroom
during their second year. As evidenced by Figures 4.2 and 4.3, classroom rankings
increased and more consistently became places of learning and growth rather than places
of reactive solutions based on in the moment problems.
Individualized Coaching. Individualized or differentiated coaching was
attempted by me in my first year of coaching but did not become effective until the latter
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part of the second semester. I knew and understood that each of my teachers needed
something different from me based on where they individually fell in their classroom
practice, behaviors, and abilities. I struggled with really being able to do this for all my
teachers because they were so wide-spread. The individualized coaching became part of
the developed approach to videoing classrooms. Based on the ongoing action item(s) that
teachers were focused around in their classroom the teachers were able to direct how they
would like to be supported in those areas. Some of the individualistic or differentiated
approaches used for teachers were lesson planning together, me serving as an
accountability partner for work/life balance, setting boundaries, and organization, and
assigning articles or books for them to read that gave tools for their individual points of
concern or areas of growth.
Professional Development. Many of the strategies and concepts that became part
of the teachers’ teaching practice, philosophy, and methodology were directly linked to
the professional development opportunities offered by me. Teachers received in-depth
and ongoing training around CRP, a data-driven and focused classroom, and building
strong relationships with students. These thematic approaches to teaching and learning
were ongoing into teachers second year of teaching. While teachers had some success in
these areas during their first year, the plans became refined during their second year,
because they were able to more strategically and intentionally plan around these areas.
During their first and second year, teachers attended professional development (PD)
meetings with me either virtually or in-person. All the topics and themes chosen for the
PDs were based on classroom needs and the determined areas of focus for the year.
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Culturally Relevant Coaching
The Traits of a Culturally Relevant Coach
Offering instructional coaching experiences to teachers did not change from year
one to year two. As I widened my perspective and began to look at my teachers
experience from more than just the job itself, I began to see that my teachers were
improving in their classroom but may not be as emotionally supported as they could be.
In conversations with teachers there became the trend of burn-out, not feeling successful
on the job, feeling overwhelmed by the demands of teaching, and not adequately
balancing their professional and personal lives. Seven out of seven teachers named some
form of human interaction as being the most effective support mechanism for navigating
the emotional strains of teaching. This holistic approach to coaching that would expand
beyond just the instructional support of teachers included three dominating traits as cited
by the teacher-participants: someone they trusted, had previous experience in their field,
and someone who knew them as people and understood why they came to do this work.
Trust. Four out of seven teachers described trust as being a trait of a culturally
relevant coach. When cultivating emotional resilience there is a requirement on the part
of the teacher to be vulnerable and to be transparent. Aguilar (2013) defined trust “as the
feeling of confidence we have in another’s character and competence” (p. 77). Teachers
often had moments of struggle and unease while being in the classroom. Not feeling
successful and feeling as if their best efforts still were sometimes not good enough, they
had to be willing to take support where needed and take the constructive criticism when
necessary. Valerie said:
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I think knowing I had someone in my corner at all times gave me the ability to
feel more comfortable in what I was doing. I was able to take risks when it came
to teaching, and I knew I had the space to reflect after the fact.
This ongoing support required the teacher and me to build the trust necessary to
know that I had their best interest and the teacher would go in their classroom “and be an
effective teacher” as Vanity described the trust in a coaching relationship. Trust was
reciprocal and trust was foundational. Vanity went on to say: “I also believe that it was
beneficial to have a trust factor for when and if I messed up on something I could
communicate with my coach”.
Prior Experience. Two out of seven teacher-participants cited having someone
with prior experience and knowledge as being a key trait in a Culturally Relevant Coach.
Vanity said:
I was able to build my emotional resilience by regularly talking to educators who
have been teaching for a number of years. I was way more critical of my
practices, so it was reassuring to hear other teachers and my coach tell me what a
good job I was doing. The support of simply having discussions and encouraging
conversations with other educators and my coach was a huge support.
Tonya said:
My mentor had prior experience teaching in the very same classroom I was in.
She also was there as a listening ear when I felt like giving up. My coach was
effective because she had prior experience in the subject area, I was weakest in.
Both teachers relied heavily on the experience of their coach and really were able
to feel connected and supported by their coach because of these factors. The feedback
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and guidance went beyond theory and hypothetical and really delved into what would be
true based on the prior experience and knowledge of their coach.
The Why. In the day to day ebbs and flows of teaching it is easy to forget or lose
sight of the big picture. Each of these teachers chose a career in education for a very
specific reason. Within my coaching framework deeply understanding and being part of
helping teachers define their path toward their purpose is as much a part of the coaching
experience as other factors. All seven teachers named in some capacity their coach
knowing their purpose and being able to consistently push them toward that purpose as
being a valuable attribute in a Culturally Relevant Coach. Chloe said: “I would say that
the coaching experience helped me understand the bigger picture of the work I am doing
in the context of my community and my personal experiences”. Helping teachers to see
and understand the work from a larger perspective that is bigger than them and comprised
of many different systems at play toward their own goals, and then really determine their
place within the system helped teachers to better define their purpose. This also assisted
them to make decisions and judgements and effectively manage their emotions when they
felt overwhelmed.
The Most Effective CRC Methods
In Activity 2 (see Appendix C) teachers were asked to describe some of the most
pivotal emotional moments they experienced in their first year of teaching. There was a
column where teachers were also asked to list the methods they used to cope and another
column that asked what they would do differently. The column asking what they would
do differently, required teachers to reflect on what they have learned thus far in their
teaching career and list some things they would have done differently to cope with these
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difficult and even joyous emotional moments. This column was also a way for me to see
which methods I employed during this study were the most effective for teachers in
building their emotional resilience.
Table 4.1 is a summation of the most experienced emotional struggles teachers
faced in their first year of teaching. Alongside, each of those struggles are methods
teachers used or would have used to cope. Some of these methods are in direct
connection with the strategies I used when I realized that instructional coaching alone
would not be enough to retain my teachers beyond their first two years of teaching. The
most common CRC strategies mentioned by teachers when talking about their coping
mechanisms were acknowledging vulnerabilities and triggers, creating a plan for selfcare, building relationships and networks of support, celebrating big and small successes,
focusing on locus of control, reflection, focusing more on positive factors, and time
management.
Table 4.1 Emotional Resilience Experiences and Methods
TeacherParticipants

Experiences

Methods

1. Vanity
2. Valerie
3. Tonya
4. Emily
5. Harry
6. Chloe

Burn-out
(Tired, drained, working on
weekends, and not taking any
time off)

•
•
•
•
•

Taking mental health days
Focusing on locus of control
Creating a self-care plan
Organizing and planning time
Not working on the weekends

All 7 TeacherParticipants

Feeling overwhelmed by the
demands of the job
(Teaching more than one
prep, expanding job
descriptions, coaching, and
covering for other colleagues
or vacancies)

•
•
•
•

Focusing on locus of control
Taking mental health days
Organizing and prioritizing time
Being strategic in advocating for needs
and wants

1. Vanity
2. Valerie
3. Tonya
4. Emily
5. Harry
6. Chloe

Personal challenges
(Not passing the PRAXIS,
break-ups, family illnesses,
weight gain or loss, lack of
work/life balance)

•
•
•
•

Seeking support
Leaning on personal relationships
Confiding in coach
Acknowledging vulnerabilities and
triggers
Celebrating big and small successes

•
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1. Vanity
2. Valerie
3. Emily
4. Chloe

Struggling in the classroom
(Behavior management and
planning)

•

Creating a self-care plan

•
•
•
•
•
•
•

Individualized and differentiated coaching
Creating classroom management plan
Organizing and prioritizing time
Planning with colleagues
Planning intentionally
Video observations
Acknowledging vulnerabilities and
triggers
Observing other teachers

•
1. Vanity
2. Valerie
3. Emily
4. Chloe

•
•
•
•
•

Difficult students
(Disrespectful and apathetic
students)

•
1. Tonya
2. Harry
3. Chole

•
•
•
•

Unsupportive administration
(Lack of discipline schoolwide, not a firm
understanding around
expectations, and lack of
communication)

•
•
•
•

Building strong relationships
Reflection
Focusing on the positive
Setting goals with students
Acknowledging vulnerabilities and
triggers
Celebrating students’ growth
Focusing on locus of control
Reflection
Focusing on the positive
Building strong relationships with
colleagues
Creating effective management systems
that include other stakeholders (parents,
coaches, pastors, etc.)
Focusing on locus of control
Being strategic in advocating for needs
and wants
Acknowledging vulnerabilities and
triggers

Aguilar (2018) is a major proponent of nurturing and developing emotional
resilience in teachers. Studying the various emotions that teachers experience during their
novice years as a teacher, she explores, names, and describes coping mechanisms for
managing the emotional upheavals that are part of the teaching journey. One thing
Aguilar (2018) says is critical for all educators is that:
We need to know our emotions and learn to deal with them. Once we have a skill
set that’s deep and wide, we can look at the whole picture, which includes
challenges, areas of growth, and bright spots (Aguilar, 2018, p. 180).
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All seven teachers were in varying environments with varying levels of instructional
support, with emotional support not being the top priority for most of the schools where
these teachers worked. This added method of coaching was revolutionary because it
allowed teachers to acknowledge their emotions, which in the past has been taboo, and
then be able to work through those emotions with someone they trust, someone that has
prior experience, and someone who understands why they chose a career in education.
The Teacher-Participants’ Journey
Vanity. When asked what was different from this year to last year, Vanity said,
“Emotionally I am more stable and available to myself. The greatest change I made was
to intentionally just be positive and to not allow myself to become a victim of my
circumstances”. Vanity really struggled the beginning of her first year to find her teacher
voice and way of being. Outside of me, she had a strong support system within her school
that was constantly supporting her through her journey. For her things seem to be made
harder because she felt isolated and did not feel connected to the place, she was now
calling home. The two biggest shifts for Vanity was when she found a friendship in a
fellow first year teacher and when she learned to “appreciate the small wins along the
way”.
Valerie. When asked what was different from this year to last year, Varie said:
I think my internal state of being is way more consistent this year than last. Even
though difficult circumstances happen, I am able to hold my peace and really see
past these obstacles. I have a bigger awareness of things and am able to remember
that each difficult moment will pass eventually. These changes were made pretty
intentionally. Focusing on my locus of control is something that I am still working
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on, but I am recognizing that I will burn out as a teacher if I don’t make a
conscious effort to place my energy towards controllable aspects of my life.
Valerie is a perfectionist and does well in most all things she tries to do. When it came
time to pull from her emotional resilience reservoir, she says that a lot of the
determination she had to muster came from “simply a need to survive and make it
through the first year”. The coping strategies she used most frequently in the latter part of
her first year and in her second year, with my aid, were focusing on locus of control,
building strong relationships with students, leaning on personal relationships, focusing on
well-being, and celebrating big and small successes for herself and with her students.
Tonya. When asked what was different from this year to last year, Tonya
indicated:
The biggest change is that I am able to let difficult moments go the same day. I go
in the next day with a positive attitude, ready to take on the work. I made those
changes intentionally because I knew continuing to be negative and doubt my
abilities would only stifle the experience for my second year students who needed
someone to show up strong every day.
Tonya also felt isolated in her first year because she taught Special Education and
was the only person within our non-profit organization at her school. She describes
feeling unsupported at her school, like an outsider, and felt as though people did not see,
understand, or value her students. When Tonya, intentionally put together a self-care plan
that included extending herself grace, letting go of her perfectionism, taking a mental
health day when needed, and carving out time for herself and not working on the
weekends, Tonya became not just more emotionally resilient but a more effective teacher.
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Her Special Education students ended up being some of the top performing students on
the final state mandated tests at the end of the school year.
Emily. When asked what was different from this year to last year, Emily noted:
The biggest change I have made is to not let myself feel defeated. This year I am
making sure that I do not let myself become bogged down by the fact that there
are so many goals to meet. Instead, I am taking one day at a time to continue to
move my students to their appropriate grade level. I am also doing better with
reflecting on the positives and not letting the negatives outshine the entire day.
Emily struggled with time management the most. She would often be the first one at the
school and the last one to leave while also working on the weekends. She describes
herself as “super teacher” in the months of August through October. By November she
was always tired, felt drained, and even dreaded going to school after the weekends.
Emily created a time management plan where she intentionally arranged time within her
daily schedule to have time for herself. She also made the weekends more about her
personal well-being by doing things she enjoyed and that would “fill her bucket”.
Through personal reflection she knew this was something she would have to do for
herself if she planned on staying in teaching long-term.
Harry. When asked what was different from this year to last year, Harry
conveyed, that he was much better at setting boundaries for himself. He set goals for
himself and if something was asked and it did not fit within him meeting those goals and
he felt he did not have the capacity to do what was asked, he became much more
comfortable with saying no. He describes his first year as being a year where he was
trying too hard to do too many things and not taking his personal well-being into account.
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In some instances, he felt as if he was being taken advantage of because he was the new
teacher and was simply being pulled in too many different directions. Harry became an
assistant basketball coach during his first year of teaching and often felt overwhelmed by
the mounting responsibilities that came with coaching, teaching, taking care of himself
personally, and fulfilling other responsibilities that came along with the job. During his
second year he still coached and still did many extracurricular things that were asked of
him, but he got much better about putting himself first when necessary, setting firm
boundaries, and not allowing himself or others to cross those boundaries.
Clyde. Clyde seemed to really master the art of teaching with ease. Struggling
very little inside the classroom and even finding support in people that others struggled to
get support from like his administration. When Clyde describes his first year struggles,
they were more personal. Clyde is older than the average novice teacher and along with
that came responsibilities that most of my other teachers did not have to contend with. He
had a family and really struggled to find the balance between teaching and effectively
taking care of his family. Time management plans became critical for Clyde if he wanted
to be able to adequately take care of all of the things he was responsible for both inside
and outside the classroom and school.
Chloe. When asked what was different from this year to last year, Chloe said, she
has a much better understanding of the broader context around the work that she is doing.
Chloe got into her first year and became very discontent, frustrated, and felt inept to do
the job she was being asked to do. In her classroom and school, she was seeing more
problems then she was seeing solutions. Focusing on her locus of control, not taking
things personally, celebrating her big and small successes were all things she had to very
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quickly learn to do because burnout, fatigue, and a desire to quit were thoughts and
feelings that were constantly plaguing her from one day to the next. She said, “having
open conversations with my coach around my frustrations was one of the things that
helped me sustain in this work”. Through these conversations we were able to strategize
around things she could immediately do within her scope to shift things she was not
happy with, look at issues and circumstances from varying perspectives to gain a deeper
understanding, and celebrate the success she was seeing in her classroom and students.
Interpretation of Results
CRC and Instructional Coaching
I found that instructional coaching and emotional resilience coaching both had a
direct impact on the level of effectiveness my teachers had in their classrooms. When
teachers really began to develop a deep understanding of who they were as teachers, the
role they would play in their teaching journey, and how and what they could control and
being okay with that, they became much more settled as teachers and could really get to
the job of teaching. Each teacher had to develop an individual and personal plan for
themselves that fit their individual needs as both a person and a teacher. The moment it
became acceptable to be both is the moment that teachers began to soar.
Table 4.2 is a chart of the Engagement with Rigorous Content (ERC) and Culture
of Achievement (COA) results for teachers at the beginning of their first year of teaching,
the end of their first year teaching, and the middle of their second year teaching. Six out
of seven teachers grew in either ERC or COA rankings from one year to the next. Four
out of seven teachers grew in both ERC and COA rankings from one year to the next.
Table 4.2 gives an individual breakdown of where each teacher-participant began and
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ended from their first year to their second year. Those teacher-participants highlighted in
yellow grew in both ERC and COA rankings. Those teacher-participants highlighted in
green grew in either ERC or COA. The teacher-participant in red is the one teacher that
did not grow from one year to the next.
Table 4.2 Individual Breakdown of ERC and COA Rankings
Participant

Vanity
Valerie
Tonya
Emily
Harry
Clyde
Chloe

ERC
Beginning
of First
Year
FRP
FRP
FRP
FRP
FRP
FRP
FRP

Key:
Grew in ERC and COA
FRP = Factual, Recall, Procedural
Synthesis
BU = Bored and Uninterested

ERC End
of First
Year
AAE
AAE
FRP
FRP
FRP
FRP
FRP

ERC MidSecond
Year
ES
AAE
AAE
AAE
FRP
AAE
AAE

COA
Beginning
of First
Year
BU
OT
OT
OT
OT
OT
OT

COA End
of First
Year
OT
OTP
OT
OT
OT
OT
OT

COA
MidSecond
Year
PT
OTP
OT
OTP
OT
OTP
OT

Grew in ERC or COA
Did Not Grow
AAE = Application, Analysis, Explaining ES = Evaluation and
OT = On Task

OTP = On the Path

PT = Path to Transformative

Augilar (2018) noted that: “In the majority of schools, what’s needed isn’t more
professional development on deconstructing standards or academic discourse or using
data to drive instruction. What’s needed is time, space, and attention to managing stress
and cultivating resilience” (p. 5). I believe that what is needed is time and attention to
both. Supporting for emotional resilience and instruction does not have to be mutually
exclusive. In accordance with the results from this study teachers grew and developed in
their classroom when I intentionally supported them around instruction and building their
emotional resilience.
Conclusion
From this study the most salient themes that led to the most effective instructional
and emotional supports utilized by me were individualized, took into account who they
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were as people and why they were doing this work, and consisted of planning, helping
them manage their time, focus on what they could control, and reflect around the
positive. When I focused on both instruction and the emotional well-being of my
teachers, my teachers began to see more success in their classroom practices.
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CHAPTER FIVE
DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS
Chapter Five of the dissertation begins with a summary of the findings of the
study, including a description of the problem of practice and the research question.
Following this description, there is a brief discussion of the data collection instruments
and a summary of the findings. Questions that emerged from the study results are then
discussed with suggestions for additional research related to Culturally Relevant
Coaching. Finally, there is a detailed discussion of an action plan developed by me based
on the findings of the study and questions left after the study was complete. Following
this discussion are concluding remarks about this action research process and specific
implications of this study.
Teaching is arguably one of the hardest and most underappreciated professions.
Teachers’ difficulties within this profession stem most times from feeling unsuccessful in
a system where there is very little opportunity for support, guidance, and real-time
development. Individualized coaching as part of the professional development of teachers
when done well and effectively could perhaps be one of the most beneficial support
mechanisms teachers can have. Aguilar (2018) suggested:
…we must devote more time, money, and attention to improving the practice
adults who work in schools. Coaching offers a model for professional
development that can support teachers and principals in making immediate and
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long-term changes and becoming artful masters in our profession; these changes
can lead to the transformation of our education system and the experiences and
outcomes of children it is meant to serve (p. 16).
Making teaching more sustainable must be a top priority if one of the ultimate goals is to
retain teachers. Coaching as part of the plan is a must because it offers a multi-layered
and multifaceted built-in support system to aid teachers as they traverse the oftentimes
difficult, sometimes stressful, and many times burdensome road to being not just a
classroom teacher, but an effective classroom teacher.
Teaching is difficult and when other factors are added to an already complicated
job, such as teacher placement, things become even more complex. Teaching in rural
settings brings its own set of challenges that are often compounded with typical struggles
found within the general profession. The feelings of isolation and loneliness are some of
the most common issues my teachers faced with being in rural school settings. Retention
risks skyrocket in cases where teachers are teaching in rural areas of the country (Aragon,
2016). Because these areas are not attractive to young teachers, they may start their career
in these rural areas, but they will not always stay. Retaining teachers in low-income areas
of our country becomes even more of a challenge when they do not have any real
commitment or ties to the place. Moving back to where they came from or moving to
other more attractive areas that are able to offer more opportunities becomes an added
struggle that rural parts of our country are faced with when trying to retain teachers in
their classrooms (Lynch, 2012).
I had first-hand knowledge and experience as a classroom teacher and as a current
coach of classroom teachers. The difference between the two experiences is my teachers
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had a fixed area of support within the non-profit organization they were part of whereas I
had to build my own layer of support as I navigated the choppy waters of being an
excellent teacher for my students. Many of the emotions and systemic norms that come
with being a teacher cannot and are not taught in preparatory settings designed to certify
or qualify a teacher. On the job training becomes the best form of teaching, but it also
makes the job harder when teachers are trying to figure it all out on their own. I witnessed
my teachers suffer from the emotional turmoil and the feelings of inadequacy as they
were trying to find their footing in being and becoming good teachers. Some of those
hardships were mitigated because they had a coach, others were not caught soon enough,
and some things could not be avoided, but in the end all of them benefitted more from
having a coach.
When thinking about an ideal coaching model it must be multi-dimensional and
have enough room for flexibility, creativity, and be dependent on the individual. The
coaching model has to be responsive to the person being coached not a prescribed and set
function that is thrust upon the individual. Coaching is reciprocal in nature and requires
the coach to know and understand who they are, so they can effectively give support to
the people they are coaching. For coaching to operate at its highest functioning capacity
both parties must be invested in the process and be willing to do the hard work. To this
end, the research questions for this study were as follows: (1) How does instructional
coaching support the retention of teachers in low income, rural k-12 classrooms? (Year
One) and (2) How does Culturally Relevant Coaching or CRC (emotional resilience with
CRT) alongside the instructional coaching mechanism support the retention of teachers in
low income, rural k-12 classrooms? (Year Two)
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The Research Questions Addressed
How does instructional coaching support the retention of teachers in low
income, rural k-12 classrooms? (Year One)
When I began my coaching career, my original thought was that the majority of the
support I would give my teachers would be instruction based. Many of the coaching
conversations and support mechanisms afforded to my teachers were directly based in
their instructional knowledge, understanding, and performance.
I was a little over half-way into my first year coaching when I discovered that
teachers’ main struggle was not in their content but rather in their emotional well-being.
Still unsure of what exactly to do with this discovery, I continued to coach toward my
strengths and what I was comfortable with, and that was toward building the instructional
and content-based knowledge of my teachers. As evidenced by the data, teachers
Engagement with Rigorous Content and Culture of Achievement rankings either
increased or stayed the same from the beginning of their first year teaching to the end.
But, the emotional turmoil and struggles that teachers were facing was not getting better.
All of them were feeling overwhelmed by the demands of the job, many of them were
experiencing burnout and fatigue, and most of them had the added stress of trying to
manage various personal struggles while also dealing with the strains of being a first year
teacher. At the beginning of the 2018-2019 school year, I began with 13 first year
teachers. By the start, of the 2019-2020 school year, I had retained ten of the thirteen. I
lost two of my teachers in January of the 2018-2019 school year and my third teacher did
not come back to teach after the summer. All three teachers that were lost, cited
emotional related reasons as to why they felt they could not continue to teach.

88

Instructional coaching during that first year did help to improve the classrooms of
the teachers who stayed until the end, but I believe it also highlighted the missing piece to
my coaching model even more. In trying to coach just toward the instructional practice of
my teachers, and not paying intentional attention to their emotional resilience and wellbeing, I was losing my teachers. Three out of ten teachers does not at first glance create
much alarm, but I alone, lost 23% of my first year cohort by the end of the 2018-2019
school year. If intentional focus was not given to more than just instruction, I was on the
track to losing more of my teachers.
How does Culturally Relevant Coaching or CRC (emotional resilience with
CRT) alongside the instructional coaching mechanism support the retention of
teachers in low income, rural k-12 classrooms? (Year Two)
At the start of the 2019-2020 school year the I began with ten second year
teachers. By January, all of those teachers were still teaching, and all of them except two
had plans to remain in the classroom for a third year. Of the two teachers, one who was
not part of the study, that were not planning to stay in the classroom beyond their two
year commitment, never planned to stay beyond two years, but do have plans to remain in
education.
The seven teachers that were part of the study by January all had a working
knowledge of how to maintain and build their emotional resilience. Many of the struggles
they faced and experienced in their first year teaching, were still struggles, but were more
easily managed because of the intense focus they and their coach put on them building
coping strategies to help move through the emotional highs and lows that come with
teaching. Many of the teachers cited, that they did not feel adequately prepared to handle
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the emotional stress of being a teacher when they began the job. Much of what they
faced, they did not even really understand how to name for themselves or others to even
be able to ask for support even if it was something readily available to them. This thought
solidified even further for me that CRC has to be part of the entire trajectory of a novice
teacher, with me being at the helm of that support in the first year and allowing the
teachers to lead more in their second year.
Low-Income and Rural k-12 Classrooms
I was not as specific and obvious in the data I gleaned from my teacherparticipants around them teaching in low-income and rural k-12 classrooms. Partly
because I thought this would naturally come out of the overall experience of my teachers.
In part it did, some of the emotional struggles that my teachers faced were in direct
relation to where they were teaching. Feelings of isolation, lack of work life balance
because some of them did not feel like there was much to do where they lived and feeling
home-sick were three things that really came across in the data when teachers were
describing some of their emotional pitfalls during their time in the classroom.
Three of my teachers sought employment in more urban school districts for their
third year teaching. Many of the districts in which they applied were more affluent
districts in more attractive parts of the state and in one case was outside the state all
together. Two of the teachers that were going to be teaching in a more urban part of the
state wanted to teach closer to where they lived. During their first year teaching they did
live in the rural area where they taught, but decided to move about 45 minutes away from
their teaching placement because they felt this more urban area had more to offer, and
according to Monk (2007), this is common for teachers and the small price that these
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rural areas have to pay in order to retain their teachers. The teacher moving outside of the
state did name that she would be teaching in the same type of area, rural and small town.
She would also be teaching the same demographic as her current school, majority Black
students, but that she would be teaching honors and that where she was going would have
more technological advances and exposure than where she was currently teaching.
Implications and Suggested Additional Research
Action research in its very nature is cyclical and ongoing. The unique asset that
action research offers is that even when the research is complete, there is more to be
done. Bachman (2001) described action research as a spiral where researchers or
research-participants gather information, make an action plan, observe and evaluate those
actions, reflect, and then use those reflections to create a new cycle of the spiral that then
begins the process again. This step by step process of action research that Bachman
(2001) explained pushes me to think about my problem of practice from various angles in
an effort to even further develop and improve a particular area of practice. Mertler (2019)
noted:
Depending on the nature of a given action research project, there may never be a
clear end to the study…may continue to go through subsequent cycles of
planning, acting, and observing, developing a new plan, and reflecting, which
seemingly spiral from one year to the next (p. 18).
The questions birthed from the reflective component of my study inform my action plan
and also served as proof points for areas of growth and development.
Furthermore, the inherent limitations of the study called for further research.
Limitations in the very specific subset of teachers that were part of the study and I
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stumbled through initial treatments given to teachers in response to their emotional
struggles in the classroom. This specific subset of teachers is not a true representation of
all novice teachers because of how they were prepared for their teaching role. Because
they are not traditionally trained to be teachers there are some added emotional struggles
and some emotional struggles that are exacerbated in relation to traditionally trained
teachers. As part of the non-profit organization these teachers are gifted with a coach,
which is not necessarily the case for many teachers. Lastly, their commitment to school
and place as a result of their membership to this non-profit organization also places them
in a unique position. I was a first year coach at the same time of my teachers’ first year of
teaching. As a result, I was not able to be as proactive in my approach to coaching,
guiding, and developing my teachers as I would have liked. While, much of my coaching
was planned and executed there was no real basis or plan for unaccounted for actions,
struggles, and dispositions that teachers displayed throughout the first year of my
coaching experience. Although, I was more settled during my second year of coaching,
the experience was still novel because what second year teachers experience is not the
same as what first year teachers experience. My support shifted with the needs of
teachers but still had a more reactive tendency. I believe there is more to be discovered
and uncovered that only practical experience could prepare and develop. Using those
elements as the foundation in my reflection, the questions that were generated as a result
of the study are as follows: (1) What is a systematic way to scale an effective Culturally
Relevant Coaching framework that leaves room for creativity and individuality, (2)
Because I do not see my teachers on daily basis, what is a sustainable and pro-active
approach to implementing Culturally Relevant Coaching early on in relationship to and
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with instructional coaching, and (3) Is there a way for Culturally Relevant Coaching to be
done by novice teachers independent of a coach or other individual guiding the process
for the teachers.
Question 1: What is a systematic way to scale an effective Culturally Relevant
Coaching framework that leaves room for creativity and individuality?
Aguilar’s (2018) named, defined and described various dispositions teachers
undergo during their first full year of teaching. She defined a disposition as:
• A descriptor of someone’s temperament, character, constitution, attitude, mindset,
or mood
• A way of being
• Demonstrated through a behavior or a habit
• A reflection of a person’s belief and thinking (p. 9)
Aguilar (2018) continued: Dispositions are not fixed; they can be learned. We learn to be
more optimistic” (p. 9). If research has already been done to overall be able to gauge how
teachers will feel at various points during the school year, the wondering that is still left
is how does a coach very quickly determine the disposition of their teacher to help better
be able to prepare them for those times.
The reactions and responses to events and occurrences during the school year vary
by teacher, placement, and prior experience. A teacher who has been met with struggle in
some other instance of their life could possibly not need the same level of support as the
teacher who has only experienced success up until this point in their life and profession.
A teacher with more built-in support systems within their schools and outside of their
schools we could assume will not need the same type of support when they are faced with
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similar struggles. One could argue that teachers’ dispositions are pre-determined by
outside factors independent of the teaching journey and further developed or determined
by the teaching journey, what is a trigger for one teacher is not necessarily a trigger for
the next teacher. How teachers interpret and move through their emotional highs and
lows, while not fixed in accordance to Aguilar, are very much so predisposed to who they
are as people before they came to do this work. It is my belief that all these elements have
to be factored in when attempting to create any type of scalable framework for teachers.
These complex elements of inquiry are also what makes it difficult to figure out how to
transfer this idea from one individual to the next. Based on my study and the results from
the study there is no doubt that some form of emotional resilience coaching is necessary
for novice teachers, the question becomes how to uniquely conform this idea to meet
everyone’s needs.
Question 2: Because I do not see my teachers on daily basis, what is a
sustainable and pro-active approach to implementing Culturally Relevant Coaching
early on in relationship to and with instructional coaching?
This idea of sustainability and necessity on the part of the coach and the teacher is
how this question emerged for me. Acknowledging the necessity for Culturally Relevant
Coaching, and also acknowledging the limitations on my part and the additional need for
support instructionally, there has to be more attention given to how to effectively
implement this framework with these limitations at the forefront of the process. If these
two modes of support are not seamlessly interwoven there is a large chance for
inauthenticity and lack of effectiveness during implementation and follow-through.
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Because I already have limited time with my teachers it is sometimes hard to find
time to do all the things that are needed to support and develop my teachers, while also
recognizing the teachers’ individual lives, and the other responsibilities I hold within my
position. Interactions with teachers are contrived in some respects but also have to leave
room for in the moment responsiveness because unpredictable things occur and have to
be tended to at various points during the coaching journey. Lastly, I could also have a
cohort of 22-26 teachers at a given, placed in various parts of South Carolina, with
varying needs.
When I originally thought about this question, I did not start off with the
instructional piece being part of the question. I recognize that thought because it is also
something that could very well be done by anyone who decides to incorporate CRC in
their practice. To think of them separately is to defeat the overall purpose of coaching and
development. The intent is to create a holistic coaching approach that attends to all sides
of who a teacher is, their strengths, their reason for doing the work, and their areas of
growth, to determine an effective coaching approach to assist them in navigating their
teaching journey. This is also the place where I found gaps in research. There are studies
and researched articles around instructionally coaching and coaching to build teachers’
emotional resilience, but there is not much research for how to fuse these two areas of
coaching sufficiently and successfully in an attempt to holistically support teachers.
Question 3: Is there a way for Culturally Relevant Coaching to be done by
novice teachers independent of a coach or other individual guiding the process for
the teachers?
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This last question is a long-term question that takes into account the unique position
of my teachers to have a coach during their novice years, the fact that my teachers
explicitly named at several points during the study the positive impact of having human
interaction as a development tool, and understanding that all teachers need this type of
support on some level but often have to figure it out for themselves with little to no
guidance. According to Sutcher, Darling-Hammond, and Carver-Thomas (2019), one
foremost reason teachers leave the profession is because they do not feel supported. Not
feeling supported can take on varying forms and can mean varying things for teachers in
their experience. But no matter the individual meaning, foundationally, lack of support
signifies teachers feel unappreciated and unsuccessful in their work. If CRC was part of
the novice teacher development phase, with them creating their network of support
independently and to fit their individual needs, there could be even more power and
feeling of empowerment in that method of support.
Action Plan
The results of this study support the idea that Culturally Relevant Coaching is not
only effective but necessary. The results of this study also support the idea that Culturally
Relevant Coaching and instructional coaching must coexist and be cohesive in order to
develop the whole of a teacher rather than the sum of their parts. I am interested in fine
tuning the interwovenness of these two support models to more completely undergird the
overall teaching experience of my teachers. Because CRC was not explicitly introduced
to my coaching model and methodology until my teachers’ second year of teaching, it is
arguable that gains made by teachers inside and outside of the classroom could have been
larger if done at the onset. According to Mertler (2019):
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…developing and implementing an action plan is the aspect of conducting the type
of research that really puts the action into action research. In most cases, developing
an action plan means that you will be doing something different in the future (p.
217).
The first step of the action plan was to create a CRC cycle for teachers that was
inclusive of both their first and second year. The cycle was based on the trends from the
teachers’ experiences over the course of their first two years. The proposed cycle, which
can be found in Figure 5.1, is split into phases that include both instructional
development and emotional resilience development. For each phase there would be broad
areas of focus for the teacher and me within these two areas. The cycle was created in
hopes of being more intentional and proactive in managing and coaching teachers
towards success emotionally and instructionally during their novice years.
I believe that the creation, implementation, and fine-tuning of CRC will have to be
done over time. While, the non-profit organization by which I am employed does give a
baseline for what coaching should be for teachers within the organization, there is a lot of
room for creativity and innovation. At this current time, there are two full time coaches
on staff and while there is some collaboration there is not real fluidity within the
coaching experience. After another complete round of coaching teachers through their
first two years, the next step would be to introduce the CRC framework to my colleagues
with a layout of strategies and models that can be duplicated. The hope is to even have
extensive data around absolutes and areas for individualization on the part of the coach
and for the teachers. During this time of all-corps implementation, there would be
adoption check-ins that discuss what is going well and what is needed to improve the
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framework. More research, more data, and more actions will further increase the
trustworthiness of not just the study but of the framework overall. Moving from theory to
practice is the purpose of action research. Enacting the practice overtime can potentially
create a reproducible and generalizable product for practitioners outside the immediate
context of the work.
Teaching Year One
Phase and Themes

Timeline

Areas of Focus

Phase I: Individual Experiences and
Teacher

Aug. – Sept.

- Classroom Management

Phase II: Connecting to Place
through Teaching

Oct. – Dec.

- Intentional and Strategic
Planning
- Building Network

Phase III: Emotionally Sound
Teaching

Jan. – Mar.

Phase IV: Emotionally Sound
Teaching

April - May
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- Understanding Individual
Teacher Identity

- Recalibrating Structures and
Systems
- Putting Strategies into
Practice
- Teaching to Strengths
- Naming and Enacting What
Works

Summer After Year One
Phase and Themes
Phase V: Reflection - What
Worked?

Phase VI: Proactive Planning

Timeline
June

July

Areas of Focus
- Instructional & Emotional
Highs and Lows
- Effective and Ineffective
Strategies
- Creating a Plan for Year
Two
- Fine-tuning Plan for Year
Two

Teaching Year Two
Phase and Themes
Phase VII: Getting Settled

Phase VIII: Expanding Reach

Phase IX: Gradual Release

Phase X: Independent Management

Timeline
Aug. – Sept.

Areas of Focus
- Implementing Effective
Systems and Structures
(Emotional and
Instructional)

Oct. – Dec.

- Enlisting Network of
People

Jan. – Mar.

- Reflective and Responsive
Support
- Reflective and Responsive
Support

April - May

Figure 5.1: CRC Cycle of Coaching Model
Conclusion
Reflective and responsive practitioners are people committed to the growth and
development of their independent work and practice. Action research is a particular area
of research that allows a researcher to be part of research, study, and results in an effort to
foster growth and fine-tune skills. There is no one way to do most anything, but there are
proven best practices that are based on experience through trial and error. Action research
does not call attention to the failed and successful attempts of a strategy, practice,
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concept, or method, but rather pushes the practitioner to really understand and delve deep
into the problem of practice to determine what of those strategies were the most effective
and or the most ineffective. Taking a specific skill-set and probing and dissecting the
components that encompass the strategy to get at the heart of its possible effectiveness is
the purpose of action research. When an action researcher is foundationally a learner,
they make room for innovation and discovery in practical skills that may have never been
unearthed if the question was not first asked. Whether that question is answered or more
questions arise, the point is that findings and improvements are being made through the
inquiry and discovery. According to Johnson (2008) there are five possible outcomes of
action research:
1. A greater understanding of the situation or child under investigation or of students
in general is developed.
2. A new problem is discovered.
3. A plan, a program, or instructional method is found to be effective.
4. A plan, a program, or instructional method is found to need modification.
5. A plan, a program, or instructional method is found to be ineffective (p. 136-137).
No matter what is uncovered, the detail that matters most is that research-practitioners are
“always searching for ways to improve educational and instructional practice” (Mertler,
2019, p. 219).
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APPENDIX A
ENGAGEMENT WITH RIGOROUS CONTENT AND CULTURE OF
ACHIEVEMENT RUBRICS
Engagement with
Rigorous Content
Rankings (ERC)

Evaluation and
Synthesis (ES)

ERC Descriptors

Culture of
Achievement
Rankings (COA)

• Students owning
thinking/doing talking at
least 60% of class time
• Students doing all the
things from
analysis…Plus, students
are often
suggesting/generating the
parameters of their own
analysis/thinking
• Students are often able to
use their
thinking/conclusions to
draw deeper conclusions
about previous and future
learning on the
meaning/intent of the
content at large
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Path to Transformative

COA Descriptors
• Students are
consistently
excited to be in
class and work
hard.
• Students
understand their
path to reaching
their goals and
can connect daily
objectives to
either the shortterm goals or their
longer-term
aspirations.
• Students are
highly engaged
throughout the
lesson
• Students are
consistently
working with
focused urgency
to produce the
type of quality
work that makes
them proud
• Students are
experiencing
authentic success
• Students feel that
the teacher deeply
cares about their
educational
pursuits and about
them as
individuals
• Parents are
welcome in the

•

Application,
Analysis, Explaining
(AAE)

• Students thinking/doing
talking at least 50% of
class time
• Students are consistently
able to break apart a
problem, inquiry, text, lab,
etc. and can pull out
evidence and information
to determine meaning in
that moment and can
explain why they applied
that thinking
• Students are not often
generating the parameters
of their thinking nor may
not draw deeper
conclusions as the result of
in the moment analysis

•
•

On the Path

•

•

•

• Basic
comprehension/identificati
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•

class and are
actively included
and involved in
what is happening
in the classroom.
Students feel safe
and welcomed in
the classroom
Students really
appear to be
“with” the teacher
Students are on
task, following
the teacher's
directions and
putting in solid
effort towards
daily academic
activity Students
know, understand,
and are working
toward the class
goal because they
want to achieve
the goal, want to
achieve academic
success, or are
invested in the
teacher.
Most students feel
respected by the
teacher and show
that respect in
return.
Students feel safe
and comfortable
enough to
participate in
most classroom
activities
A few parents are
regularly
mentioned as
positively
participating in
activities with the
class
Students appear
to be on task,

Factual, Recall,
Procedural (FRP)

on is occurring (students
can provide steps, basic
definitions, plot recaps,
etc.)
• Students are consistently
repeating the steps/process
modeled by others but do
so without much
clarity/reason as to why
they are doing that

On Task

•

•

•

•

•

• While students are getting
access to work/content at a
Passive and Confused
meaningful level, students
(PC)
are not comprehending
even basic definitions,
information, or key points.
• Students not able to apply
thinking process in any
way
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•
Bored and Uninterested

following the
teacher's
directions and
putting in effort
towards daily
academic activity
Many students
seem to know
what the class
goal is, but do not
actually feel
compelled by it.
The primary
motivation for
students being on
task and
completing work
is getting the
grade.
Most students feel
respected by the
teacher and show
that respect in
return.
Even though
some students
might not appear
to genuinely
enjoy the class,
students feel safe
and comfortable
enough to
participate in
most classroom
activities.
Few if any
parents have had
negative
interactions with
the teacher.
Students are often
not following the
teacher’s
directions or
appear to be
following
directions, but
with closer
inspection we see

•

•

No Learning/Not
Challenged

• Students not getting
meaningful content
(extremely too low or too
high rigor).
• If this continues, there will
be no chance for rigorous
learning will likely result
in students making no
academic growth

•
No Path/No Direction

•

•

•

•
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that students are
putting forth little
effort towards
daily learning
activities
Students are
either unclear
what the class
goal is or are
disinvested in the
goal
Students feel
disconnected or
not cared for by
the teacher
Students are
disregarding the
teacher’s
directions and are
putting in no
effort towards
daily academic
tasks.
We see active
disrespect
towards the
teacher and/or a
complete lack of
care and respect
for peers.
Students may be
in danger of
physical harm due
to the presence of
fighting, hitting,
and/or throwing
objects or
emotional harm
due to the
presence of
bullying and/or
name calling
Students do not
want to be in the
classroom and
may be
intentionally
truant as a result.
This destructive

culture is holding
students back
from achieving
their potential as
very little to no
academic learning
or positive
personal growth
can happen in this
setting.
• Parents have
negative
experiences with
the teacher and
are only called
when students
misbehave
• Parents are very
concerned about
the academic
progress in the
classroom
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APPENDIX B
BUILDING EMOTIONAL RESILIENCE QUESTIONNAIRE
Read each of the following statements and rank how true these statements are for you in
your work as a teacher. 1 is the least true and 5 is the most true. After each statement, in
at least one sentence tell how coaching has helped to shape this statement for you. If you
do not feel like your coaching experience has helped to shape this statement at all, simply
put Not Applicable (NA).
1. I am clear on my core values and how they guide my behaviors.
1 – The Least True
2
3
4
5 – The Most True
2. How has your coaching experience helped to shape your understanding of this?
3. I know how my personality affects my work.
1 – The Least True
2
3
4
5 – The Most True
4. How has your coaching experience helped to shape your understanding of this?
5. I know what I am good at; I am clear about my strengths.
1 – The Least True
2
3
4
5 – The Most True
6. How has your coaching experience helped to shape your understanding of this?
7. At least for some part of my day, I do what I am good at during my time at work.
1 – The Least True
2
3
4
5 – The Most True
8. How has your coaching experience helped to shape your understanding of this?
9. I am aware of the connections between my sociopolitical identity and how I
experience my work.
1 – The Least True
2
3
4
5 – The Most True
10. How has your coaching experience helped to shape your understanding of this?
11. I recognize how messages from dominant culture affect how I think and feel
about myself.
1 – The Least True
2
3
4
5 – The Most True
12. How has your coaching experience helped to shape your understanding of this?
13. I recognize there are larger systems at play to either positively or negatively affect
the work I do every day.
1 – The Least True
2
3
4
5 – The Most True
14. How has your coaching experience helped to shape your understanding of this?
15. I have strategies to mitigate how dominant culture makes me feel about myself
and my work.
1 – The Least True
2
3
4
5 – The Most True
16. How has your coaching experience helped to shape your understanding of this?
17. I have strategies to mitigate how systems outside my scope and control makes me
feel about myself and work.
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1 – The Least True
2
3
4
5 – The Most True
18. How has your coaching experience helped to shape your understanding of this?
19. I know what makes me feel vulnerable, I am aware of when I feel vulnerable.
1 – The Least True
2
3
4
5 – The Most True
20. How has your coaching experience helped to shape your understanding of this?
21. I feel very clear about my purpose in life. I know what I am on this earth to do.
1 – The Least True
2
3
4
5 – The Most True
22. How has your coaching experience helped to shape your understanding of this?
23. I feel like the work I am currently doing is in direct connection to my ultimate
why of being on this earth.
1 – The Least True
2
3
4
5 – The Most True
24. How has your coaching experience helped to shape your understanding of this?
25. The knowledge I have of myself helps me manage challenges at work; it serves as
a guidepost when I have to make decisions.
1 – The Least True
2
3
4
5 – The Most True
26. How has your coaching experience helped to shape your understanding of this?
Reflection Questions
For each of the following questions, please provide as much detail in answering the
question as possible.
1. Think of a moment that was most challenging during the last year and a half of
your teaching experience. How did your resilience strategies help you in that
moment?
2. Thinking of that same challenging moment in the classroom, what role did your
coach play in helping you to develop those strategies and use those strategies to
move through that challenging time.
Additional Information
Please provide the needed information to these last questions. These questions are meant
to help build more context around your future plans and how your teaching experience
has helped to shape those plans.
1.
2.
3.
4.

What is the highest degree that you hold?
What was your major or area of concentration for your highest degree earned?
Do you have plans to go further in your education journey?
If your answer to be above question was yes or maybe, what are your plans? How
do you plan on using that education?

________________________________________________________________________
Note: These questions were adapted from Elena Aguilar’s (2018) Cultivating Emotional
Resilience. The statements were modified to fit the needs of the study.
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APPENDIX C
EMOTIONAL MOMENTS OF REFLECTION
Instructions: Think about 4 pivotal emotional moments, 2 good and 2 bad, that occurred
during the school year last year. Describe those pivotal emotional moments in as much
detail as you can. In column 2, list at least 3 methods you used to cope with each of those
moments. In column 3, list or briefly describe what you would do differently as a second
year teacher. If you would change anything, why?
Pivotal Emotional Moments

Methods used to Cope

What would you change?
Why?

Reflection Questions:
1. Where do you see the biggest changes in your emotional resilience from last year
to this year? Were they changes that you made intentionally and consciously or
not?
2. What factors do you think contributed to you having to build your emotional
resilience in that first year of teaching?
3. What sorts of support were you given to help you build your emotional resilience?
4. Of the supports you were given, what would you say, were the top 2 most
effective support mechanisms? Why?

________________________________________________________________________
Note: This chart was modified from Aguilar’s (2018) Emotional Resilience workbook to
fit the needs of the study.
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APPENDIX D
STATE OF YOUR CLASSROOM
How would you rank your classroom
80% of the time this year?

A. Evaluation, Synthesis Creation Students owning thinking/doing talking at
least 60% of class time. Students doing all
the things from analysis…Plus, students
are often suggesting/generating the
parameters of their own analysis/thinking.
Plus, students are often able to use their
thinking/conclusions to draw deeper
conclusions about previous and future
learning on the meaning/intent of the
content at large
B. Application, Analysis, Explaining Students thinking/doing talking at least
50% of class time. Students are
consistently able to break apart a problem,
inquiry, text, lab, etc and can pull out
evidence and information to determine
meaning in that moment and can explain
why they applied that thinking. Students
are not often generating the parameters of
their thinking nor may not draw deeper
conclusions as the result of in the moment
analysis
C. Factual, Recall, Procedural - Basic
comprehension/identification is occurring
(students can provide steps, basic
definitions, plot recaps, etc.). Students are
consistently repeating the steps/process
modeled by others but do so without much
clarity/reason as to why they are doing that
D. Passive and Confused - While students
are getting access to work/content at a
meaningful level, students are not
comprehending even basic definitions,
information, or key points. Students not
able to apply thinking process in any way
E. No Learning/Not Challenged 117

Give two concrete things you are doing
on a consistent basis that leads you to the
conclusion that this where your
classroom is.
How would you rank your classroom
80% of the time this year?

Students not getting meaningful content
(extremely too low or too high rigor). If
this continues, there will be no chance for
rigorous learning will likely result in
students making no academic growth
Open-Response

A. Path to Transformative - This
classroom is far along the path to a Culture
of Achievement because we see students
who are consistently excited to be in class
and work hard. Students are fired up about
the destination, understand their path to
reaching that goal and are able to connect
daily objectives to either the short term
goals (i.e. end of summer or end of course
goals) or their longer term aspirations.
Students are highly engaged throughout the
lesson (e.g. almost all hands go up during
discussions and students seem excited to
share) and consistently work with focused
urgency to produce the type of quality
work that makes them proud. Students are
experiencing authentic success and
building confidence that can transcend this
school year. In conversations with students
they feel that the teacher deeply cares
about their educational pursuits and about
them as individuals Students and teachers
show each other outward respect and care.
Most parents are welcome in the class and
are actively included and involved in what
is happening in the classroom. Students
feel comfortable, safe and welcomed in the
classroom such that we frequently see
outward signs of joy and confidence
B. On the Path - This classroom is starting
on the path to a Culture of Achievement
because the students really appear to be
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“with” the teacher. Students are on task,
following the teacher's directions and
putting in solid effort towards daily
academic activity (e.g. a variety of hands
go up during class discussion, students are
attempting to complete assignments within
the time allotted). Students know the class
goal and are putting in effort toward it
either because they want to achieve the
goal, more generically want to achieve
academic success or are invested in the
teacher. Most students feel respected by
the teacher and show that respect in return.
Students feel safe and comfortable enough
to participate in most classroom activities,
seem to enjoy the class, and experience at
least occasional moments of genuine joy.
A few parents are regularly mentioned as
participating in activities with the class and
few if any parents have had negative
interactions with the teacher.
C. On Task - This classroom is emergent
and approaching the threshold of being on
the path to a Culture of Achievement. The
students appear to be on task, following the
teacher's directions and putting in effort
towards daily academic activity (e.g. some
hands go up during class discussion,
students are attempting to complete
assignments within the time allotted).
Many students seem to know what the
class goal is, but do not actually feel
compelled by it. Students don’t have a
deep understanding of why the goal
matters. The primary motivation for
students being on task and completing
work is getting the grade. Students might
not be too concerned with the quality or
accuracy of what they are doing. Most
students feel respected by the teacher and
show that respect in return. Even though
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some students might not appear to
genuinely enjoy the class, students feel
safe and comfortable enough to participate
in most classroom activities. Some mention
or connection to the community is made in
the class, and few if any parents have had
negative interactions with the teacher.
D. Bored and Uninterested - This
classroom is not yet on the path to a
Culture of Achievement because the
student actions (bored, apathetic or even
disorderly) that are common in this
classroom’s culture are holding students
back from achieving meaningful academic
progress. Students are often not following
the teacher’s directions or appear to be
following directions, but with closer
inspection we see that students are putting
forth little effort towards daily learning
activities (e.g. the same 2 hands always
raise, incomplete work). Students are either
unclear what the class goal is or are
disinvested in the goal as something worth
working towards. Students feel
disconnected or not cared for by the
teacher and generally don’t see the
classroom as a welcoming or comfortable
place that they enjoy.
E. No Path/No Direction - Students are
disregarding the teacher’s directions and
are putting in no effort towards daily
academic tasks. We see active disrespect
towards the teacher and/or a complete lack
of care and respect for peers. Students may
be in danger of physical harm due to the
presence of fighting, hitting, and/or
throwing objects or emotional harm due to
the presence of bullying and/or name
calling. Students do not want to be in the
classroom and may be intentionally truant
as a result. This destructive culture is
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Give two concrete things you are doing
on a consistent basis that leads you to the
conclusion that this where your
classroom is.
How has your coaching experience
contributed to where you would rank
your classroom?
What are two things your coach has done
to help you get to this point?

holding students back from achieving their
potential as very little to no academic
learning or positive personal growth can
happen in this setting. Parents have
negative experiences with the teacher and
are only called when students misbehave.
Parents are very concerned about the
academic progress in the classroom.
Open-Response

Open-Response

Open-Response
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APPENDIX E
FINAL REFLECTION QUESTIONS
1. Describe what the perfect support system during your first and second year of
teaching would look like.
2. How has having a coach helped you to develop your emotional resilience over the
last year and a half of your teaching?
3. What were/are the most common factors that contributed to you needing
emotional support?
4. What do you feel is next for you on your journey to cultivate your resilience as an
educator?
5. What learning do you want to do next around developing your emotional
resilience?
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APPENDIX F
PERMISSION SURVEY
Please fill out the following survey. This survey will be your permission for me to use
you in my research study for my dissertation. Your participation in this survey will have
no bearing on your status with our non-profit organization. This study is not based on our
non-profit organization and you will also be completely anonymous in any information
you give me outside of this permission form.
1. I would like to participate in the study being conducted by Fraronda Green for the
purpose of her research for her dissertation.
 Yes
 No
2. I understand that any and all information given to Fraronda Green, will be
confidential and my identity when the results are shared will remain anonymous.
 Yes
 No
3. I understand that any and all identifying information of my school will also
remain anonymous when results are shared.
 Yes
 No
4. What is your age?
5. What is your race?
6. What grade do you teach?
7. What subject do you teach?
8. In 2-3 sentences, briefly describe why you decided to join our non-profit
organization.
9. What are your plans after your two year commitment?
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APPENDIX G
CODING SCHEME
Thematic Trend (3 or more teachers)
Intriguing idea (1 teacher)
Classroom Trends
Coaching Relationship Trends

Quotes to be used
Intriguing idea (2 teachers)
Coaching Moves Trends
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APPENDIX H
OBSERVATION TEMPLATE
Date of Observation:
Teacher Name:

Subject:

Classroom Objective:

Time of Entry:

Teacher Actions

Student Actions

Glows:

Grows:

Actionable Next Steps:

Notes from CM:

Coach ERC Rating and Evidence:

Coach COA Rating and Evidence:

Teacher ERC Rating and Evidence:

Teacher COA Rating and Evidence:

Final ERC Rating and Evidence:

Final ERC Rating and Evidence:

Additional Notes by Coach:
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APPENDIX I
VIDEO OBSERVATION TEMPLATE 1.0
Date of Observation:
Instructions: Please fill out the following template in preparation for our coaching
conversation. You will find your classroom video, your IDP, and the ERC and COA
Rubrics linked in the template to help you complete the form in its entirety. This form
has to be completed BEFORE our coaching conversation. If it is not, then we will
have to reschedule. This pre-work, including watching the video, should take you no
longer than an hour to complete.
Teacher Name:

Subject:

Please view your video, which can be found here, BEFORE completing the rest of
the document.
5 Stand-out Teacher Actions:

5 Stand-out Student Actions:

3 Glows:

3 Grows:

Coach Use ONLY:
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APPENDIX J
VIDEO OBSERVATION TEMPLATE 2.0
Date of Observation:
Instructions: Please fill out the following template in preparation for our coaching
conversation. You will find your classroom video, your IDP, and the ERC and COA
Rubrics linked in the template to help you complete the form in its entirety. This form
has to be completed BEFORE our coaching conversation. If it is not, then we will
have to reschedule. This pre-work, including watching the video, should take you no
longer than an hour to complete.
Teacher Name:

Subject:

Please view your video, which can be found here, BEFORE completing the rest of
the document.
5 Stand-out Teacher
Actions:

5 Stand-out Student Actions:

3 Glows:

3 Grows:

2 Things to work on from
this class:

Actionable Next Steps to work on these things:

ERC Rating Phase Goal:

COA Rating Phase Goal:

Today’s Class ERC Rating
and Evidence:

Today’s COA Rating and Evidence:

Using the goals we set last
phase, in 2-3 sentences tell
me at least two things you
did today toward meeting
the goals.

In 2-3 sentences, tell me at least one thing you plan
on implementing to meet your goals you set last
phase.

Coach Use ONLY:
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